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ABSTRACT 
High-quality education and more effectively supported learning can be achieved through the 
appropriate use of efficient, effective, and appropriate technology. Indeed, such enhancement 
of the education system is the primary objective of educational technology. Thus, the present 
study explores the perceptions of Saudi female tutors at King Khalid University (KKU) in Saudi 
Arabia regarding the adoption of Learning and Communication Technology (LCT) by the higher 
education sector. In addition, it examines the impact of these perceptions on the teaching 
practices of participant academic members who were enrolled in the College of Languages and 
Translation.  
A mixed-method research design was adopted to safeguard against the inherent limitations 
associated with the use of a single approach. Moreover, a broader and more generalisable set 
of quantitative data was also used to affirm the reliability and validity of the present study and, 
moreover, to counter the disadvantages of the qualitative focus. 
The findings of the data analysis showed that most of female academics who participated in 
the study tended to use various tools and educational technology in their language-learning 
classes. The results also showed that participant academics’ utilisation of LCT was positively 
affected by a set of factors like for instance, ease of use, usefulness, student reactions, and 
motivation. However, the results indicated that the effective utilisation of LCT by academic 
members participating in the study was inhibited by a group of factors such as the fact that 
methods which might work with some students would not necessarily work with others in the 
same context, and so there was a need to use both kinds of teaching, traditional and 
technology-based. Furthermore, the findings revealed that the failure among female 
participant academics to move away from traditional methods of teaching towards the use of 
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LCT was often due to a number of factors including a lack of facilities, lack of support mainly 
for junior academics, and lack of female technicians to help in solving technological problems 
on the female campus, in addition to a set of cultural issues related to the privacy of females.  
In light of these findings, the present study hopes to contribute to the research literature by 
shedding light on academics' perceptions about the level of LCT utilisation in Saudi higher 
education institutions, on one hand, and on their teaching practices using LCT in various 
contexts. It also hopes to help people in charge at universities and policy-makers in Saudi 
Arabia to plan carefully for successful investment in education besides the positive and 
expected returns on education for the whole society.  
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CHAPTER ONE 
  
1.1  Background of the study  
As with many developing countries in the 21st century, the Saudi Arabian government has 
sought to initiate changes in both its primary and higher education (HE) systems. The principal 
aim for raising educational standards nationally is to enhance the skills of young people and 
to ensure future economic development and stability, and to date, marked success has been 
observed in terms of the government’s efforts to achieve this aim. According to Maryska et 
al. (2012), the economic and social stability of Saudi Arabia is best guaranteed by embracing 
modern approaches as manifest in technology and globalisation, and adoption of these 
methods has resulted in growing investment in educational technology and IT equipment 
among Saudi universities. This is one of the numerous positive outcomes that has arisen as a 
result of the country’s development, and it aims directly to achieve enhanced learning 
outcomes and communication.  
The majority of Western universities have already invested significantly in ICT, including 
integrating virtual learning environments (VLEs) and Learning Management Systems (LMSs) 
into everyday teaching; these, as explained by Heirdsfield et al. (2011), can be used by both 
staff and students continuously for the purposes of learning and interacting. In the context of 
Saudi Arabia’s HE sector, as Alshayea (2012) and Alfarani (2016) indicate, new standards and 
students’ needs can both be met by embracing similar developments. If the Saudi 
Government is to successfully transform the Saudi HE system, it is thus essential that it takes 
inspiration from the West (Alnahdi, 2014), and embraces an approach to change planning that 
extends beyond merely updating the textbooks (Alfarani, 2016). Enhancement of the 
education system is the primary objective of educational technology (Sarkar, 2012), and 
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delivery of high-quality education and effectively supported learning can be best realised by 
utilising efficient, effective, and appropriate technology (Alfarani, 2016).  
This thesis thus explores the HE sector’s adoption of Learning and Communication Technology 
(LCT) based on Saudi female tutors’ perceptions, examining the influence of these perceptions 
on their teaching practice. Throughout this study, the term LCT is thus used to refer to all tools 
used for communication and interaction, including learning technology tools, online social 
media, and LMSs/VLEs. It is thus worth mentioning that while the literature defines LMS and 
VLE differently, some researchers employ the two expressions interchangeably to refer to the 
same concept (Niall, 2009; Clay et al., 2009). Similarly, this thesis does not explore any 
variations between the two, as its primary focus is not on the specifications of the software 
or devices used in Saudi teaching and learning environments, but rather on the perceptions 
held by female academics that influence their use of LCT within both teaching and learning 
processes and general communication in the educational environment of Shaqra University. 
As noted by researchers such as Jairak et al. (2009) and Erumban and de Jong (2006), different 
countries have adopted educational IT in different ways, generally based on their own specific 
cultural, economic, and educational circumstances. Alfarani (2016), Nassuora (2012), and 
Tubaishat and Lansari (2011) all report that the use of IT in the Saudi education sector remains 
in its infancy, however, and this research thus makes an important contribution to the 
relatively growing field of research in the Saudi context.  
   
1.2  Importance of the study  
This study seeks to address a gap in the literature by examining how female lecturers’ 
perceptions of and reactions to the use of LCT influence their teaching practice in the Saudi 
context. In this thesis, LCT is used to refer to any form of online communication technology  
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used in a Saudi HE learning environment to support communication and connection  
between lecturers and students, and thus covers multiple tools such as LMS, VLE, and online 
social media. The study also seeks to determine how female teachers’ perceptions and 
practices can impact education technology usage or non-usage, and how they affect the 
teaching-learning process as a whole in this context. It thereby contributes to the 
development of knowledge within the current literature in the Saudi context, which is 
particularly important because the adoption of LCT in teaching and learning environments is 
still in a developmental stage in the Saudi HE setting. In addition, this study aims to explore 
how Saudi female teachers’ acceptance and perception of LCT is influenced by social norms, 
examining how lack of information pertaining to the use of technology in the education sector 
in Saudi Arabia affects this process. This study also aims to identify specific data detailing the 
benefits of LCT for female academic members that are not currently found in the current 
literature in this context, as well addressing how female members of staff can best utilise such 
teaching and learning tools. To achieve these aims, it is thus also essential to identify any 
limitations or issues with the technology, in order to inform future policy and ensure positive 
returns for Saudi society in relation to future investment in education.  
  
1.3   Significance of the study  
The main objective of this research is to investigate the attitudes and perceptions of female 
lecturers in Saudi Arabia with regard to LCT. However, to support this, the research also seeks 
to identify the principal determinants of these perspectives.  
The results of this study might thus be expected to encourage female Saudi lecturers to adopt 
new technology in the domain of foreign-language teaching, and to use the tools they already 
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have more effectively. In addition, this study may help policy-makers and university 
administrators to provide development programmes for both female academics and  
students, as well as encouraging them to deliver more facilities to help female academics and 
students benefit further from using technology appropriately, based on the outcomes.  
1.4  Statement of the problem  
This is an age of technology, with eight in ten college students claiming to be obsessed with  
modern technology (Hough, 2011). Young people are most exposed to advanced technology, 
using it for many purposes, including communication, entertainment, and learning (Nickson, 
2019). However, from my own experience in the past, I found that the majority of Saudi 
female academics believe that integrating technology into the teaching and learning process 
serves only to interrupt the learning process, wasting the lecturer’s time and preventing them 
from fulfilling their chief course objectives and outcomes. Despite the expanding body of 
proof that students’ standards and results are greatly improved by the use of technology in 
education (Beetham and Sharpe 2013; Johnson 2012; Welsh et al., 2015), the Saudi female 
educational community thus remains resistant to technology adoption. Appropriate 
implementation and application of new technological advancements within educational 
settings are dependent on the appropriate delivery of new developments, and on the changes 
they produce being welcomed (Rogers, 2003). Theorists such as Beetham and Sharpe (2013) 
have proposed that introducing educational technologies may symbolise a key social change, 
especially epistemologically, which could also have a marked effect on pedagogy. 
Furthermore, the extent to which the populace is willing to become digitally literate within a 
particular context as technology use becomes more vital might serve to determine students’ 
level of success following matriculation, which may then feed back into the development of 
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HE learning environments (Ventimiglia and Pullman, 2016). In Saudi Arabia, and the Arab 
world more generally, the view of technology as an obstruction as yet remains widespread, 
but while this was somewhat understandable when learning technology first emerged around 
ten years ago, it is no longer acceptable in the face of the overwhelming global push towards 
investment in technology. Moreover, the Government of Saudi Arabia has begun investing 
significantly in technology and education, particularly since the Crown Prince’s announcement 
of the Saudi Vision 2030, which seeks to elevate the Saudi HE sector to allow the country’s 
universities to compete internationally. Consequently, it is important to study this subject in 
more depth in order to clarify the best approaches to assist female academics seeking to 
utilise educational technology appropriately, both in general, and in the more specific context 




1.5 Personal ethnography  
Drawing on my previous experience as a teaching assistant and then a lecturer in the English 
Language and Literature department, later the College of Languages and Translation, I found 
myself becoming more deeply involved in certain parts of the analysis, especially those 
involving qualitative data analysis. For that section, I effectively took on a different role and 
witnessed matters from a different perspective, becoming in essence an ethnographic 
researcher. This happened because not only am I part of the same community as the 
participants, but I also worked at the same university for more than 12 years. Moreover, 
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between 2002 and 2014, I was employed at the same university and for the six years since 
this time I have been studying in the UK as a postgraduate student. Throughout my time in 
the UK, I was formally a member of the faculty and I maintained my connections with KKU 
through my membership of both email and social media groups. This has enabled me to 
remain appraised of developments pertaining to university regulations and rules.  
Irrespective of whether a researcher participates as an insider, thereby possessing 
comparable characteristics, sharing common traits, and performing similar functions to 
members of the community, or remains an outsider, the personhood and standing of the 
researcher is a critical component of any study. The implications of insider epistemology have 
been explored not only by those scholars who are insiders in respect of the focus of study, but 
by those quantitative researchers who seek to gather data as outsiders. According to Asselin 
(2003), it is preferable for researchers to gather data in a manner predicated on the 
assumption of ignorance of the subject matter, yet whilst fully cognisant of any inherent 
difficulties. Thus, a researcher might be a member of the community being studied, but lack 
awareness of any given subcultures within it: hence, the essential function performed by 
bracketing cultures. This is exemplified in my own experience of data analysis, during which I 
frequently found myself employing the terms we and us, and they and them, somewhat 
interchangeably. In other words, on occasion I included myself in the research, whilst on other 
occasions I clearly did not. Reflecting upon this inconsistency, I concluded that it emerged as 
a result of the fact that, in certain circumstances, I concurred with the perspectives of 
participants, whereas on other occasions, my opinions and experiences were at odds with 
those recounted by participants. It was not, therefore, a manifestation of my self-
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conceptualisation as either an insider or an outsider. Moreover, since populations are 
frequently heterogeneous, this occurrence is entirely foreseeable.  
Recognising all of this and acknowledging the importance of reflexivity, I have given 
consideration to the value of reflexivity, not least in respect to my interactions with colleagues 
and peers, as per Attia and Edge (2017). Consequently, I have metaphorically stepped back in 
order to re-evaluate prior to resuming action. In my experience, this straightforward approach 
produces the most efficacious results. However, I also appreciate that there are additional, 
more complex, areas of thought, emotion, and action which require my attention. Moreover, 
it is this aspect of self-awareness which truly defines reflexivity (Mann, 2016).  
It is worth acknowledging that reflexivity itself transforms into an element of research findings 
when researchers recognise that they have switched roles. Personal cognisance of the relative 
and reflexive character of methodological issues comprises a form of self-validation. Thus, in 
my role of researcher, I must be aware both of the extent to which I construct meaning and of 
the influence of my own personal experiences throughout the entire research process. In other 
words, I am obliged to accept that remaining external to the object of study is an impossibility 
for any researcher. As a consequence, I have come to the realisation that I cannot separate 
myself from KKU because I am a member of that society. Therein lies the value of reflexivity. 
As is common amongst social researchers, I am an insider researcher. Hence, I am compelled 
to openly acknowledge the potential influence on my interpretations of my own personal 
perspective. For this reason, I have employed a mixed methodology. Moreover, I opted to 
triangulate the findings emerging from the analysis of the three datasets. In this way, I hope to 
reduce any potential bias.  
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In addition, this strategy will imbue the qualitative results with enhanced reliability, thereby 
differentiating the empirical data accrued in this study from other qualitative social research 
results. It is also hoped that this approach will have positive implications for the reliability of 
the findings, because the final conclusions are predicated upon a triangulation of the 
complete dataset, which also considers the multiple relative viewpoints and perspectives. 
Hence, as already stated, it becomes possible to limit the existence of bias.  
A significant influence on my role and responsibilities was the adoption of the principle that 
the qualitative researcher is a key instrument in the research. Both Savin-Baden and Tombs 
(2017), and Lincoln and Guba (1985) advise that there are three things a qualitative researcher 
must do. The first is that they should adopt the position suggested by the characteristics of 
the interpretative paradigm; it is then essential that the researcher develop the proper skills 
for collecting and interpreting data; the final aspect involves preparing an appropriate 
research design based on the strategies accepted as formative components of naturalistic 
inquiry. Having taken on the role of qualitative researcher, I thus discovered that I was 
responsible for a number of diverse activities, including selecting the relevant methodology 
for research questions and devising suitable data collection methods, as well as determining 
sampling and data collection, and managing the processes of both analysis and interpretation.  
From a personal perspective, I believe that my experience in teaching and great love of 
reading have combined to enable me to develop a sensitivity to the data; my knowledge has 
also allowed me to make appropriate decisions concerning the field as a whole. The thoughts 
of Lichtman (2010) have been influential on this process, as this scholar believes that since 
every piece of information is filtered through the lens of the researcher, it thus follows that 
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this will be influenced by the researcher’s own personal background, knowledge, and 
experience. I used several different data collection methods to enrich the research data 
overall, a strategy informed by my background in and personal knowledge of Saudi individuals’ 
lack of familiarity with qualitative research (Alebaikan, 2010). From a Saudi cultural 
perspective, people are generally hesitant to express their feelings or opinions in public 
contexts, such as a university setting; this presented a challenge, as the research participants 
frequently gave only brief answers to my questions. Adopting a multiple methods approach 
therefore enabled me to obtain an adequate amount of data in trying circumstances. In 
addition, I understood that culture could inform the interpretation of the data, and thus my 
understanding of the relationship between the qualitative researcher and the research 
subjects enabled me to focus my efforts on being unbiased and making every effort to limit 
my personal influence. To limit the inevitable intrusion of personal bias into the data 
collection and analysis processes, I thus applied the methods proposed by Creswell (2007) and 
Lichtman (2010) to reduce bias through applying cross-checks and triangulation.  
Overall, I have conducted this research from the perspective that assumes that the qualitative 
researcher’s role is fundamental to the research process and that quantitative techniques are 
an essential means of acquiring a profound appreciation of the experiences under study.  
  
1.6  Research questions  
The aim of this research is to investigate the extent to which female academics at King Khalid 
University in Saudi Arabia depend on the utilisation of LCT in their teaching processes. It 
mainly aims to answer these questions:  
1. To what extent do female academics at KKU depend on LCT in their teaching  
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processes?  
2. What are the main factors that influence the use of LCT by female academics at King  
Khalid University in Saudi Arabia?  
3. What are the main barriers that limit the use of LCT inside classrooms by female  
academics at King Khalid University?  
4. What might inspire female academics at King Khalid University to use LCT in the  
future?  
5. What are the personal variables that might influence the integration of LCT into 
teaching practices by female academics at King Khalid University?  
6. In what ways do cultural norms influence the use of LCT in teaching by female  
academics at King Khalid University, including possible differences between the 
 perceptions of male and female academics regarding LCT?  
 
  
1.7. Contributions of the study to the field of LCT use in higher education  
The present study might offer a valuable contribution to both academic researchers and  
practitioners based on the following factors:  
1. The use of a parsimonious model which has shed light on the perceptions of female 
academics regarding the acceptance of educational technology. TAM, which is a well-
accepted general model was used alongside Hofstede’s culture dimensions.  
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2. The use of an abductive approach that, to the best of the researcher's knowledge, was 
not used before in contexts similar to the context of this study, which has offered the 
best explanation of the perceptions of participant females and how  
these perceptions can affect their utilisation of LCT in their teaching practices.  
3. The findings of the present study can shed light on the relationship between 
academics' individual characteristics and the adoption level of educational  
technology in their teaching practices. Thus, the study can serve as a basis for future  
investigations as few works currently exist in this field.  
4. The study shows how a unique triangulation method can be used, i.e. reflective 
journals, focus group interviews and questionnaires, which had not previously been 
applied in this particular, field using three forms of data collection namely, free 
writing, spoken data, and short answers to set questions.  
5. The study also presents an illustration of the experiences and perceptions of Saudi 
female academics regarding the integration of LCT since these perceptions are not  
illustrated as well and fully as the perceptions of male academics.  
6. Researchers in other Gulf and Arab countries may have similar exposure or 
experiences to those in Saudi Arabia insofar as education technology adoption is 
concerned; researchers in such countries may thus encounter similar issues to Saudi 
researchers when exploring this topic. The findings of the present study should aid 
those examining the higher education sector in such countries by helping them to 
understand the extent to which individuals’ perceptions of education technology  
issues impact their decisions to adopt such technologies.  
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1.8. Basic assumptions  
This study is concerned with the use of LCT in teaching. The investigation is addressed from 
the viewpoint of female academics at King Khalid University in Saudi Arabia. It is true that 
education as a process accounts for both teachers and learners' perceptions, but the present 
study only addresses perceptions about and experience of the use of LCT in teaching by faculty 
members. Understanding the perceptions of teachers of LCT integration in education helps 
much to achieve the expected learning outcomes and consequently affects the level of the 
academic achievement of all learners. This study, however, addresses some of these 
perceptions to see where each one leads in realising the level of technology integration of 
female faculty members in teaching.  
1.9 Overview of the thesis  
This thesis comprises eight chapters. The current chapter introduces the main concepts of the 
research with reference to its background, significance and aims. Specifically,  
Chapter two focuses on discussing the study background and context, higher education in 
Saudi Arabia and mainly at King Khalid University.  
Chapter three is concerned with the literature review, conceptual framework, and theoretical 
framework.  
Chapter four outlines the research methodology and data collection design. 
Chapter five presents the results of the data analysis and study outcomes of the focus group, 
reflective journal and questionnaire data obtained from Saudi female academics at King Khalid 
University.  
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Chapter six presents a comparison between the responses of female and male academics.  
Chapter seven presents an interpretation and discussion of the findings.  
Chapter eight presents the answers to the main research questions and provides the thesis 
summary and conclusion.  
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CHAPTER TWO 
Background and context of the study  
  
  
Chapter Two: Background and context of the study: Higher education in Saudi Arabia and 
King Khalid University  
  
  
Chapter Three: Literature review, conceptual framework and theoretical framework  
  
Chapter Four: Research methodology and data collection design  
Chapter Five: Presentation, analysis and outcomes of the focus group, reflective journal and 
questionnaire data from Saudi female academics 
  
Chapter Six: Outcomes of the questionnaire data from Saudi male academics and a comparison 
of female and male academics’ responses  
  
Chapter Seven: Interpretation and discussion of the findings  
  
Chapter Eight: Summary and conclusion  
  
2.1 Context: Saudi Arabia  
The territory of Saudi Arabia is located in the Middle East and covers about 2.15 million square 
kilometres of territory; it is the largest state in the region (World Bank, 2016) (see Figure 2.1 
below), and almost 50% of the country's population of 32 million people is aged under 25 
(SAGIA, 2016). This young population is comprised of both natives and immigrant residents, 
and the variety of nationalities present in the overall population creates a vibrant shared local 
culture (Alsomali et al., 2015), largely founded on the principles of Islam, which is the country’s 
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dominant religion (Alghamdi et al., 2015). Alsomali et al. (2015) advise that as well as being a 
party to the Gulf Cooperation Council (GCC), Saudi Arabia is a member of the G20; however, 
not only is it considered one of the world’s 20 largest economies, its wealth is acknowledged 
to be rapidly expanding (Statistics Times, 2016; World Bank, 2016). Saudi Arabia has abundant 
natural resources, including copper, iron, gold, natural gas, and oil (CIA, 2015); however, it is 
probably best known for its oil industry, being one of the world’s largest exporters (Alsomali 
et al., 2015). At present, there are four key pillars to the country’s economy: oil, retail, 
banking, and telecommunications (Alsomali et al., 2015); nevertheless, it is money from the 




Figure 2.1 Political map of Saudi Arabia  
   
In this chapter, Saudi Arabia’s tertiary education sector is explored, with particular reference 
to the evolution of teaching institutions and new concepts within a changing HE system. The 
foreign-language teaching sector and the conditions for academic professionals are 
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investigated, alongside an examination of the benefits of web-based teaching tools and the 
role of women in Saudi Arabian culture.  
2.2 Saudi Arabia and its population  
Saudi Arabia covers 70% of the Arabian Peninsula, stretching across more than two million 
square kilometres (Saudi Geological Survey, 2017). It extends to the Arabian Gulf in the east 
and the Red Sea in the west, as shown in the map in Figure 2.1. The capital of the Kingdom of 
Saudi Arabia (KSA) is Riyadh, and the head of state is King Salman bin Abdulaziz, Custodian of 
the Two Holy Mosques. The system of government for the country is known as the Shura, or 
consultation, and the AlShura council works in a similar manner to Western parliamentary 
counterparts. Saudi Arabia has 13 local administrative regions, known as Emirates, each of 
which is subdivided into governorates.  
Since the formation of the country in 1932 by King Abdulaziz Al-Saud, the KSA has evolved 
significantly in a number of ways, mainly a result of the discovery of huge oil reserves in 1938; 
these enabled it to establish itself as one of the world’s largest oil producers, and put the 
country on a rapid path of development, transforming it from a largely nomadic population 
with very limited infrastructure to a highly cosmopolitan regional centre. In addition, Saudi 
Arabia is considered the centre of the Islamic world due to its encompassment of two 
extremely significant religious sites, Makkah and Medina. The national language of Saudi 
Arabia is Arabic; however, a predominance of expatriates means that English is also frequently 
used.  
Saudi Arabia’s position at the centre of the Islamic world has strongly influenced its culture, 
with local conventions dictating significant segregation along gender lines. This affects every 
area of life in the Kingdom, and education is no exception. The genders are rigidly divided into 
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separate buildings at every educational institution in the country, in accordance with Islamic 
teaching. There is also little social exchange between people of opposite genders, except 
between immediate relatives or when it is deemed strictly necessary. Many educational 
institutions have female-only campuses, which employ female-only staff and instructors, 
where instruction from male faculty members is allowed only via visual aids. Blended learning, 
where face-to-face instruction is combined with online instruction, thus appears to have the 
potential to offer women access to male-dominated areas of expertise, although the extent 
to which this can be accessed may be affected by cultural expectations.  
Currently, the KSA is experiencing a period of considerable social and economic change, with 
women facing a quandary with regard to the advancement of their rights; asserting these in 
many cases challenges existing cultural norms, and Saudi women today are less empowered 
than their counterparts in other areas of the world due to enforced reliance upon the male-
dominated hierarchy handing down small concessions affording them certain rights that many 
in other nations take for granted. Change in Saudi Arabia comes only from those in power at 
the top of the hierarchy; nevertheless, several decisions by the country’s young Crown Prince, 
Mohammed bin Salman, appear to promise to revolutionise the lives of Saudi women to some 
extent. However, whether these concessions, such as the end of the ban on women driving in 
2018, can actually change women’s lives for the better is very much reliant on the willingness 
of their male relatives to relinquish their control, which many consider a religious prerogative. 
Several other factors also influence whether these reforms can have an impact on women’s 
lives, including their age, where they live, and even their own beliefs (The New York Times, 
2017).  
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The Saudi Vision 2030 that Crown Prince Mohammed bin Salman launched in 2016 aims to 
end what he calls the country’s “addiction to oil”, pushing Saudi Arabia into the future as it 
adopts a new, more diversified, economic vision. A key element of this is a relaxation of the 
country’s strict approach to gender segregation, as one of the aspects of the vision is to reduce 
reliance on expatriate labour. If Saudi nationals are to take on all of the jobs currently filled 
by expatriates, more women need to be educated to high levels and to then enter the 
workplace. Since the Crown Prince first revealed the details of his Vision 2030, changes have 
come thick and fast, and several major reforms have been announced. The steps taken thus 
far must be seen as important, and many of them have certainly had a positive impact on the 
country, with many observers noting that women are now able to move about more freely. 
Another means of reducing reliance on oil is to promote Saudi Arabia as a tourist destination; 
the country is thus also planning to ease visa regulations to allow those not on a pilgrimage 
or business to enter Saudi territory (Arab News, 2019).  
Female empowerment is one of the primary goals of Saudi Arabia’s Vision 2030, as 
demonstrated over the last two years under the leadership of King Salman and Crown Prince 
Mohammed bin Salman. During this time, women have made increasing contributions to the 
Saudi economy by means of greater participation in the workforce, which has produced a 
consequent elevation in women’s status. In a speech entitled Empowerment of Saudi Women 
in Education from Growth to Competition, King Saud University’s Vice-Dean for Student 
Affairs, Dr Enas Al-Issa, suggested that the 31 programmes mandating female participation 
affected Saudi Arabia’s ranking in the Global Competitiveness Index. An example of the 
changing attitudes towards women in the KSA was further demonstrated by the recent (2019) 
appointment of Princess Reema bint Bandar bin Sultan as Ambassador to the United States 
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(US); she was the first woman to hold such a position, yet Princess Reema’s father had been 
the US ambassador previously, so she had already spent several years in the country, including 
completing a degree at George Washington University, as well as being a recognisable figure 
who has spoken out in support of the empowerment of Saudi women, particularly in the 
workplace. Importantly, she has underlined a key distinction for KSA, that recent moves to 
liberalise women should be seen as an evolution of local culture rather than Westernisation 
(Al-Hassan, 2019).  
2.3 Saudi Arabian tertiary education  
2.3.1. Higher education in the Kingdom of Saudi Arabia  
In 2016, the total Saudi population was over 32 million, 55.2% of whom were male and 44.8% 
female, mainly between the ages of 15 and 64. The gender segregation policy in Saudi Arabia 
extends throughout the education system, as it does across the public sector as a whole, 
although it the only country in the world to have such extensive divisive policies. However, 
there are several exceptions to this rule in the university sector. For example, according to 
Hilal (2003), King Abdullah University of Science and Technology (KAUST), which was founded 
in 2009, has scientific and engineering departments which demonstrate a less draconian 
approach to gender-based segregation, albeit a stance largely informed by reason of 
necessity. In each of these departments it is essential that male and female students 
participate collaboratively in laboratory work, a requirement which has consequentially 
caused female students to experience greater freedom.  
Thus, it could be stated that the establishment of KAUST represented a departure from the 
traditional restrictions which had previously been a constant in the nation’s educational 
  33  
system. Whilst the founding of this university was greeted with initial defiance by 
conservatives, once its role as an experimental model beyond the remit of the Ministry of 
Education was appreciated, the university rapidly gained acceptance. Since then, KAUST has 
caused the issue of gender segregation in education to be regarded not as a religious issue, 
but as a cultural concern (Al-Saif, 2013).         
All the universities in the KSA are governed by the country’s Ministry of Education; this 
includes 25 state universities and eight private universities located across the Kingdom. A 
growing population has meant that enrolment in universities has increased, but more than  
60,000 students are currently unable to study within the country, having to leave the Kingdom 
to continue their education abroad. To meet the growing need for education, and particularly 
to fulfil the demands of the job market, the King Abdullah Scholarship Programme was 
established in 2005 to assist students seeking to study overseas (Alamri, 2011; Hamdan, 2013; 
Hilal, 2013).  
2.3.2 World-class universities  
The term “world-class” is an essential modifier for universities seeking to compete at a global 
level. This concept reflects not only the quality of learning at the institution, but also the 
quality and productivity of its research output. Levin et al. (2006) describe the significant 
features of world-class universities, arguing that they play three pivotal roles. The first of these 
is excellence in the education of their students; the second concerns the dissemination of 
knowledge and research and development; while the third has a broader scope, relating to 
the university’s contribution to the civil, cultural, and scientific aspects of society.  
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Excellence in education requires effective distribution of resources, the organisation of 
undergraduates and graduates, and suitable professional instruction and educational 
opportunities for all students. When education is deemed excellent, the resources of the 
institution are assumed to be organised to provide the best opportunities for undergraduates, 
graduates, and professional educators alike. This means that the university must provide 
excellent teaching and instruction as well as offering excellent facilities such as laboratories 
and libraries; the students themselves should be highly motivated and able to share their 
experiences with peers inside and outside the establishment. The research and dissemination 
of knowledge aspects refer to how research ideas derived from within the university can be 
extended throughout the wider academic, social, and business communities, extending to the 
external application of goods and services, especially those for the greater good of society. 
This might include the creation of events, conferences, publications, and other mediums that 
permit ideas from within the university to be disseminated to wider society, whether locally, 
nationally or internationally.  
2.3.3 Challenges faced by Saudi HE and its universities  
Saudi universities have fought to be considered world-class; however, to date, they have faced 
considerable challenges in becoming so. These difficulties have related to both accreditation 
and the need to improve quality and research productivity, as discussed at considerable 
length in Smith and Abouammoh’s (2013) book, HE in Saudi Arabia:  
Achievement, Challenge, and Opportunity.  
Recently, Crown Prince Mohammed bin Salman established the Saudi Vision 2030 as a long-
term initiative aimed at developing the country’s position with respect to both the economy 
and the education sector. In terms of HE, the KSA is thus currently attempting to become a 
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world leader by adopting a process of internationalisation, which has resulted in the need to 
engage leaders within all such institutions. Naturally, however, difficulties have emerged, and 
it is these that this research aims to investigate. Critical challenge areas uncovered by this 
thesis include research productivity, accreditation, and quality improvement, as well as delays 
in related reforms required for the development process. Additionally, this thesis examines 
what is meant by a “world-class” university, and thus the importance of the concept. After 
examining the significance of the economic status of HE in the KSA, various conceptual issues 
are reviewed with this impact in mind.  
Despite being part of the largest country on the Arabian peninsula by area, almost all HE 
institutions in the KSA rely on oil-related funds, assets, and resources. Consequently, 
economic conditions and the state of HE within the country are heavily entwined (Hamdan, 
2013). Furthermore, due to the country’s overreliance on oil, the KSA, much like China, is 
seeking to diversify its economy, moving towards developing more high-quality skills and 
knowledge (Zha, 2011). This is reflected in the fact that one of the key objectives of the Saudi 
Vision 2030 is to facilitate economic diversification (Alamri, 2011; Hamdan, 2013; Hilal, 2013). 
However, the existing relationship between oil and HE in the KSA means that HE institutions 
across the country are encountering numerous challenges in this time of  
change.  
2.3.3.1 Challenges Faced by Individual HE Institutions in the KSA  
Although HE institutions in the KSA have continuously improved over the years, the 
achievement of unanimous global recognition of Saudi universities as “world-class” has not 
yet been managed (Smith and Abouammoh, 2013). To evaluate whether a university can be 
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considered “world-class”, the typical tendency is to apply internationally recognisable and 
quantifiable metrics or indicators, and the most widespread of these is generally research 
(Mazi and Altbach, 2013). This is reflected in the fact that, when a university’s ranking is 
calculated, one of the key variables considered is research productivity, or more specifically, 
related variables such as quantity of research activity and quality of research contributions 
(Smith and Abouammoh, 2013). Therefore, for universities to be considered “world-class”, 
investment in research activity is pivotal.  
In the Saudi context, this is not straightforward, as among university administrative personnel, 
researchers, and students, article publication rates remain relatively low. This can be 
attributed to multiple factors ranging from poor awareness and poor understanding to poor 
English language capabilities (Alharbi and Lally, 2017).  
Various research projects, including those by Alt (2002), Kozminsk (2002), Hazelkorn (2007), 
Al-Mussallam (2009), and Mazi and Altbach (2013), have demonstrated that globalisation and 
internationalisation are prerequisites for any HE institution wishing to generate positive 
outcomes. With this in mind, it is essential for universities to review their standards and 
monitor quality independently, such as by enlisting the help of independent auditing agencies 
(Al-Mussallam, 2009). It is thus necessary for the KSA’s HE sector to utilise a benchmarking 
strategy as a means to overcome the difficulties its universities currently face. This is 
anticipated to be an effective way to satisfy increasingly high economic demand, and to 
promote the achievement of the Crown Prince’s wishes, yet it is essential that university 
leaders approach these challenges proactively to enhance the reputation and outcomes of 
their relevant institutions.  
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Mazi and Altbach (2013) suggest that research is probably the only aspect of a university’s 
work that can be measured using a cross-national approach, as the number of articles and 
their reach following publication is recorded by large international companies, such as 
Thomson Reuters, offering an accepted area of bibliometrics. When universities are ranked in 
league tables by the various organisations that engage in measuring universities,  
additional metrics such as faculty qualifications, student selectivity, and capacity to attract 
research funding are also frequently measured. However, it is undoubtedly research prowess 
that is central to a university’s recognition as world-class, and multiple scholars confirm that 
it is research productivity that enables universities to move up such rankings.  
Smith and Abouammoh (2013) also discuss the issue of research in relation to Saudi 
universities becoming world-class, arguing that the country must urgently prioritise research 
efforts due to the fact that the global ranking systems for universities are heavily reliant on 
the quality and quantity of each institution’s research output. This presents a challenge to 
Saudi universities, which tend to have a lower number of research articles published by both 
students and academics for several reasons, which include poor proficiency in English, as the 
majority of international journals are published in English. In addition, in some instances, the 
barriers include a lack of awareness and knowledge about the need for  
research (Alharbi and Lally, 2017).  
Another key factor in universities being deemed world-class is accreditation, as confirmed by 
a large number of studies. The notion of academic quality and how to globalise and 
benchmark accountability has been explored by several scholars, including Al-Musallam 
(2009), Hazelkorn (2007), Alt (2002), Kozminsk (2002), and Mazi and Altbach (2013). If 
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academic quality is to be assessed and benchmarked to ensure global economic growth, 
AlMusallam (2009) contends that each university’s standards must be reviewed 
independently. Saudi universities must thus recognise the need to be internationally 
accredited if they seek to guarantee that the quality of their teaching and research and 
academic standards are globally acknowledged. This is a major challenge for the Saudi 
university system, despite being an urgent priority if the sector’s global status is to be 
promoted (Hamdan, 2013). Unfortunately, international accreditation and recognition 
appears to be a remote goal presently due to the lack of quality institutions, and low levels of 
standards, effectiveness, and efficiency, which have led to scant international recognition in 
terms of rankings which has prevented Saudi universities from achieving world-class status. 
However, some progress has been made, and Hazelkorn (2011) advises that certain education 
diploma programmes have been accredited by the British Quality Foundation. Full 
international accreditation would enable a Saudi university, even it was the only one, to 
benefit from considerable improvements to performance, quality, and reputation, allowing it 
to become a world-class institution representing the Gulf region, which would also be likely 
to have a positive effect on other universities in the country, as they strove to implement the 
necessary strategies to develop similar status (Alharbi and Lally, 2017).  
According to Alshayea (2012), the tertiary education sector in the KSA has undergone 
considerable growth in the last decade in terms of both numbers of students entering the 
system, and the standards and capacity of the education offered. King Saud Bin Abdul Aziz 
University was the Kingdom’s first university, which was established in 1957 (Saudi Ministry 
of HE, 2010); there were seven public universities by 1997, and by 2018, the number of 
universities and colleges had exceeded 50, including 25 public universities, eight private 
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universities, and 20 private colleges. The 2014 Ministry of Education figures for the country 
show that almost 1.5 million students were enrolled in HE (MOE, 2014) in the KSA that year. 
The Ministry of Education is awarded a significant proportion of the country’s budget each 
year; the 2018 figures totalled SR192 billion (Saudi Budget 2018), accounting for 25% of the 
nation’s total allocation (Ministry of Finance, 2015). Education is free to access in Saudi Arabia, 
unless the individual chooses to pay to enter the private sector, and university students are 
also given monthly allowances, which are SR1,000 (about £177 at current exchange rates) for 
students of science, and SR850 (about £150) for humanities students. In 2007, 91% of those 
completing high school were offered a place at university (Algamdi, 2007), although 
Alshammri (2008) advises that this rate dropped to 86% the following year due to there being 
a higher number of school leavers. Not all students take up these places, although 60% of 
Saudi women and 50% of Saudi men attend university after finishing high school. These high 
levels of tertiary education attendance demonstrate the value that Saudi society places on 
further education for both genders. The majority of universities in Saudi Arabia technically 
have both male and female students enrolled; however, in practice, students are allocated to 
same-sex universities, with the Islamic University in Al-Madinah accepting only male students, 
and several others being all-female. Effat and Dar Al-Hekma private universities in Jeddah are 
female-only; these were founded in 1999, while the first female-only state university was 
Princess Noura bint Abdulrahman University, which was founded in 2008.  
The Saudi HE system’s development policy approach defines education in the country to a 
great extent. In response to global technological requirements, creative approaches and 
technical research in both art and science are encouraged, and postgraduates are encouraged 
to bring their learning into their working lives. The country’s tertiary education also focuses 
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on practical applications for students’ future careers. However, Al-Mengash (2006) contends 
that changes to the Saudi system are required, as many of the theories detailed in the policy 
approach are not well-implemented in practice. For example, there is still a great deal of 
emphasis placed on rote-learning, which leads to deficiencies in creative and critical thought 
and reflective practice. Over the years, the broader influence of globalisation on Saudi society 
has led the government to reconsider its approach to HE, and Denman and Hilal (2011) argue 
that the Saudis have sought to establish where the solutions to increased demand for HE 
might lie.  
In the 1970s, the Saudi Government began to focus on HE as a pivotal area of influence on the 
wider development of its people. The publication of an Educational Policy charter in 1970 
reflected this focus, setting out the intention that the education system should not only meet 
society’s demands but also reflect and reinforce the country’s lifestyle and culture. With this 
objective in mind, it was established that upholding Islamic learning is a key function of the 
Saudi education system, as this generates the principles on which Saudi society is based. The 
Ministry of Education’s (2017) stated mission is thus, “The Ministry pursues to provide 
Education to all in an appropriate Educational Environment within the framework of the KSA 
Education Policy, as well as to promote the quality of Education Outcomes, increase the 
effectiveness of Scientific Research, encourage Creativity and Innovation, develop Community 
Partnership and promote the Skills, and Capabilities of students”. In the same year that the 
charter was published the objectives of HE were listed,as detailed below:  
- Developing student identity with relation to nation, academia, and Islam, through  
the tools of skills, principles, and understandings  
- Accessible education via the wide potential for admission  
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- Enhancing education levels and advocating for high standards  
- Improving buildings and educational environments  
- Enlarging HE and creating and distributing scientific knowledge and understanding  
- Attaining Development Objectives through the extension of Private Education  
- Improving the standards of Education Outputs as stipulated by Development and in  
connection with the demands in society  
- Improving the Regulatory Environment and activating governance  
- Facilitating the funding for study abroad, with the concept of meeting development 
targets and exchanging knowledge  
- Using information and technological communication at the highest standard  
- Investing in education and broadening the scope of Education Funding Resources  
- Improving the connections between regional and overseas contacts  
(Ministry of HE, 2017)  
King Saud University (KSU) is Saudi Arabia’s oldest university; it was originally called Riyadh 
University when it was established in 1957 with just nine academic staff and 21 students. By 
2008, more than 42,000 students had enrolled, and that year saw the founding of the 
women’s university of the same name. Prior to this, women had the choice of just two public 
universities in Riyadh, though as mentioned previously, both genders are technically accepted 
at the majority of universities in the KSA.  
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Saudi universities offer a variety of qualifications for both males and females in various areas 
of the sciences and humanities, including diplomas, Bachelor’s and Master’s degrees, and 
PhDs. Bachelor’s degrees in social sciences and humanities take four years to complete, and 
are taught in Arabic, while the sciences, such as medicine, engineering, and pharmacy, are 
taught in English and take longer, typically involving five to six years of study.  
Throughout the early 2000s, there was an increase in state university provision and public 
colleges in the country, although the majority of the new universities had previously been 
colleges. The past decade has also seen the establishment of various vocational schools and 
private universities, including the Alfarabi College for Dentistry and Nursing. These 
developments provide evidence of the continuing focus on HE development within Saudi 
Arabia, which has been consistent since King Salman’s reign began in 2015.  
Saudi Arabia’s most recent budget (2019) also reveals a strong focus on education, with $51 
billion being allocated to education and training, $1.33 billion of which is ring-fenced for 
devising innovative concepts and systems to help create a foundation to meet the goals of 
Saudi’s Vision 2030. The 2018 budget details support both new public institutions and the 
expansion of those already in place, allowing for pupil capacity in the HE sector to be 
expanded. Furthermore, there is additional funding offered for overseas study, despite more 
than 12,500 pupils already being in receipt of such funding.  
The strategic planning details for Saudi HE development were set out in the Future Plan for 
University Education in the Kingdom of Saudi Arabia (also known as AAFAQ), and in a report 
entitled The Future of University Education (2006-2030). In Arabic, AAFAQ means “Horizons”, 
and the term alludes to the forward-looking nature of the report. These plans were designed 
to consider the challenges the Saudi HE system might encounter as it continues to evolve, and 
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the report also considers the 25-year potential for development. As well as providing general 
direction, these documents also consider specific elements of HE, including within the health 
and education sectors, and examine prospects for women more broadly.  
One of the key elements acknowledged in these documents is the fact that pupils studying in 
public education institutions currently lack opportunities for self-guided learning and the 
development of independent learning skills. This is the area that Al-Saadat (2006) investigated, 
concluding that Saudi public schools are not engaging pupils in self-guided learning, which 
means that they are inadequately prepared for either further education or careers involving 
research activities. Al-Saadat argues that traditional learning by rote and conventional 
instruction has failed to prepare Saudi young people adequately, and advocates for the 
introduction of self-guided education and the placing of greater emphasis on what this within 
the Saudi public system. However, the notion of self-guided education has met with a degree 
of resistance, which has stifled its introduction, as many educators and policy-makers lack 
comprehension of its underlying concepts and are, as a result, wary of its critical nature. Based 
on analysis of the lack of self-guided education in the Saudi system, Nashwan and Al-Katheeri 
(1987) highlight the country’s inefficient library systems, lack of equipment, poor-quality 
instruction, high classroom numbers, and the conservative curriculum. The momentum 
behind Saudi Vision 2030 may thus generate changes in the Saudi education system in general, 
and HE and research in particular, but several obstacles still remain.  
In terms of enrolment in HE, students are assessed for entry based on standardised testing by 
the National Centre for Assessment in HE, and they can use their scores to enrol at their 
selected universities. This system has been in place since 2003 for males and 2009 for females, 
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and its aim is to create a just and equal HE system in Saudi Arabia. As in most other countries, 
Saudi universities also now allow students to enrol online for university courses.  
2.4 King Khalid University (KKU)  
KKU was formed in 1998 following the merger of several branches of the Al Imam Muhammad 
Ibn Saud Islamic University and King Saud University; this merger resulted in a new university 
offering multiple majors across its colleges. The main university campus is located in Abha, a 
beautiful city in the Assir mountains to the southwest of the country (Figure 2.2). Its location 
makes the area a popular destination for vacationers in the summer months, and the area 
also attracts many students, academics, and researchers. The Assir (or Aseer) province has 
been positively affected by the development of KKU, and it now hosts additional new 
universities, Jazan and Najran, which were previously part of KKU (Ministry of Education, 
2017). The Assir region covers about 80,000 square kilometres and is home to more than 1.6 
million people, distributed across 78 governorates and centres. KKU also operates affiliated 
colleges in Annamas, Bisha, and Khamis Mushait. KKU is considered one of the best modern 
educational institutions in Saudi Arabia, boasting alumni who have gone on to hold many 
important positions in the country, contributing to its development, and it currently has more 
than 37,000 students, and over 5,000 academic and faculty staff. KKU’s vision is to play a 
leading role, regionally and internationally, as it strives to deliver excellence and quality in 
teaching and research. According to the QS top universities, KKU is committed to providing a 
suitable academic environment for the delivery of high-quality education, as well as 
conducting innovative scientific research and being involved with developing services for the 
entire local community.  
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Figure 2.2 King Khalid University branches in the Southern West Region, Saudi Arabia  
  
2.4.1 King Khalid University (KKU) lecturers  
According to its own website (KKU, 2019), KKU strives to attract ambitious young people in 
order to develop their skills. The university offers excellent teaching in a wide range of 
subjects and is proud of its status and ambitions. With regard to technology, KKU also has a 
forward-looking approach, aiming to create a flexible digital infrastructure that can adapt to 
modern international technological development. The university believes that in this way, its 
digital vision will enable it to compete globally with prestigious international universities.  
In order to teach at a university in Saudi Arabia, an individual needs to have completed a 
Bachelor’s, Master’s or PhD degree; Aleibekan (2010) advises that it should also be standard 
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practice for lecturers to work only in the fields of study in which they have expertise. Many 
lecturers complete a first degree at a Saudi university before taking a second qualification 
either at home or abroad. Until the last seven years, it was customary for most instruction in 
the KSA to be based on rote-learning, but the rapid expansion of HE has necessitated a new 
approach, and many lecturers have studied the new active learning methods.  
Until 2008, language teaching at KKU was mainly conducted by means of the traditional 
Blackboard method. However, since then, the university has embraced e-learning methods, 
in addition to developing more supportive and blended modes of learning. This change in 
teaching methods has, in turn, generated a great deal of research focused on the effect of 
these new interventions in terms of English language teaching and learning, evaluating the 
perceptions of both students and instructors with regard to the new methods. There have 
been multiple studies done in this area; a literature search reveals that out of 30 articles on 
this topic, 50% were classified in the category of “Technology and Language Learning”, and 11 
of these 15 studies were experimental in nature, focusing on the effects of technological 
interventions on the development of particular aspects of language learning among English 
as a Foreign Language (EFL) students. Three further studies were attitudinal, while one by 
Nurul Islam (2011) was more general in scope, examining EFL learners’ autonomy and its 
relationship to technology more broadly rather than providing specific field data. The 11 
remaining quasi-experimental studies consider the positive effects of technological 
intervention on language development and learners’ attitudes, thus offering interesting 
reading in terms of preparing for this paper.  
KKU EFL students were the subject of a study by Zaid (2011), who discovered that students 
wrote longer and more in-depth papers when encouraged to use online reading and concept-
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mapping than they did following traditional teacher-led instruction. In that study, the quality 
of the writing was generally greatly improved by technology; however, the students were 
initially less certain about how to begin their papers, as they lacked direction from the 
instructor. Faqeeh’s (2011) study concerned the use of Weblogs used as part of teaching a 
Writing course to an experimental group of students; that study found that most students had 
a positive opinion about this teaching method. Faqeeh’s findings suggest that Weblogs not 
only provide opportunities for authorship and readership, but also motivate learners to 
develop writing skills in a college setting.  
Both Zaid’s (2011) and Alemelhi’s (2014) studies considered the use of integrated methods in 
online teaching, with Zaid arguing that the model improved college students’ reading and 
writing skills, as well as their attitudes towards English. Almelhi’s (2014) experimental group 
were taught using Well Read and Effective Academic Writing (Writing 3 and Reading 3); the 
study assessed the influence of using YouTube mash-ups via Blackboard LMS on KKU EFL 
learners’ listening skills, and the experimental group who utilised technology had significantly 
higher test scores in the areas of critical reading and writing; the conclusion was thus that 
teachers should be trained in how to use an “integrated pedagogy approach”. The students 
in Almelhi’s (2014) study also reported improvements in their attitudes toward e-learning. 
Technology and vocabulary development were similarly tackled by Faqeeh (2014), who 
studied the effects of using an online dictionary for etymological analysis on the vocabulary 
development of EFL college students. That study discovered that the use of an online 
dictionary not only improved vocabulary learning, but also induced more positive attitudes 
towards vocabulary instruction.  
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Mekheimer (2013) sought to provide an assessment of aptitude and attitudinal development 
within a translation skills course. This study used two groups of students, with the control 
group being comprised of students taught in a traditional face-to-face setting, and the 
experimental group instructed using a Blackboard online course that included an online 
dictionary. The two groups were compared in terms of their attitude to the course and their 
translation skills and abilities. The experimental group taught using the Blackboard e-learning 
environment demonstrated better translation skills, as well as more positive attitudes 
towards learning. The study referenced the use of two advanced courses, Modern Literary 
Movements (Hamdy et al., 2014) and Applied Linguistics II (Aldosari, 2013).  
With reference to the Applied Linguistics course, Aldosari (2013) notes statistically significant 
differences between research groups such that an experimental group using Wikis performed 
better than the control group. Aldosari (2013) also contends that, as Wikis appear to enable 
students to practise their skills in real-world situations and expose them to a variety of 
readings and writing materials, these should be integrated into the language curriculum as a 
means to encourage students to evaluate texts and read with purpose. Meanwhile, Hamdy et 
al. (2014) claim that their study demonstrates that the Modern Literary Movements course 
was more effective when delivered online, based on students exposed to online teaching 
performing better during post-testing. In other literature, studies by Aldosari (2011) and Al-
Maqtri (2014) investigating the perceptions of both faculty members and students with regard 
to e-learning in an English department found that the instructors thought e-learning using 
Blackboard was an effective method. However, while students enjoyed the experience, they 
expressed several concerns about using technology in this way. The findings of these studies 
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agree with those of Al Zumor et al. (2013) in terms of the attitudes and perceptions of male 
students.  
However, Al-Maqtri’s (2014) research is more negative in tone; he seems pessimistic about 
the introduction of Blackboard to Saudi HE, suggesting that e-learning does not improve on 
traditional approaches to English learning. The management at KKU have taken heed of the 
range of views about this new learning, as supported by the views of Aldosari and Mekheimer 
(2013), strongly suggesting that, rather than being swept along by the “bandwagon effect” of 
global EFL computer-mediated environments, the process should be granted due 
consideration, taking into account local needs, acceptance of technology, and ease of use.  
A major element of this debate is the various claims that both support and undermine the 
argument that traditional teaching methods provide more effective learning outcomes in 
comparison to technology-based techniques. The quality of students’ experience should lie at 
the heart of the matter, however, as both methods can be applied effectively or ineffectively. 
Different studies have seemed, in the past, to support one or the other of these opposing 
views, proposing that one method is “better” than the other (Young. 2016; Morrison et al., 
2015; Kirsch and Bes Izuel 2016), doing little to clarify a practical way forward; a proper debate 
about how the two methods can be combined to facilitate optimal learning experiences is 
thus long overdue.  
The central issue is the quality of the teaching itself, rather than whether such teaching must 
involve the use of technology. Based on this, this study aims to explore lecturers’ perceptions 
of technology, and how these might affect their teaching practices and thus students’ learning 
processes.  
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2.4.2 Factors influencing EFL learning  
This theme is addressed by 23.3% of the entire set of surveyed data, and it incorporates the 
motivation, attitude, personality, and anxieties of KKU EFL learners. Seven publications since 
2011 have addressed this factor. In Al Rabai’s (2011) study, the question of whether EFL 
instructors at KKU motivate their students to learn English as a foreign language is explored, 
and Al Rabai’s findings suggest the majority of EFL instructors who participated in the study 
attempted to use motivational techniques to promote learners’ confidence, but that few 
appeared to focus on other elements such as enhancing learners’ autonomy. Almelhi (2011) 
argues that motivation has a strong influence on foreign-language learning on reading 
comprehension courses, while a similar study by Aldosari (2014) found that female students 
were on average better language learners than men, likely due to being more motivated, and 
exhibiting more positive attitudes towards learning. Mahdi (2014) considers that personality 
traits influence EFL students’ willingness to communicate (WTC) based on findings that WTC 
was higher among friends than with strangers or acquaintances. Noting that students at KKU 
are wary of public speaking at meetings, but happy to communicate in smaller interpersonal 
discussions and groups, the researcher recommends that teaching staff should specifically 
address this fear of public speaking.  
Faruk (2014) contends that Saudis’ attitude towards English might also influence English 
language education, emphasising the role that both English language policy and the economy 
play in these attitudes. Faruk’s research suggests that, if current economic trends continue 
and Saudi English Language Education Policies (SELEP) persist in influencing English language 
teaching and Saudi citizens more broadly, a more positive attitude towards English in Saudi 
Arabia should emerge. Aldosari (2011) focused on a different element of KKU EFL students’ 
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attitudes to spoken English, studying their behaviour in multilingual environments and 
concluding that listeners’ perceptions are affected by the accent of the speaker. In particular, 
Standard Indian English speakers were received more positively than Standard South African 
English speakers, as the former were both more readily understood and perceived as being 
better-educated.  
Alrabai’s (2014) quasi-experimental study explored the notion of anxiety among KKU 
students, specifically in relation to how teachers might utilise anxiety-reducing strategies to 
mitigate this. The treatment group received anxiety-reducing strategies for approximately 
eight weeks, and such interventions significantly reduced levels of foreign-language anxiety 
for learners in this group as compared with the control group, who did not benefit from this 
type of intervention.  
2.4.3 Foreign-language learning and culture  
In the context of foreign-language teaching, the impact of knowledge of the culture of the 
new language has been extensively discussed and researched. This subject is particularly 
relevant in Saudi Arabia and the Arab world more broadly, as English is clearly associated with 
Western cultures, which can be quite alien to Arab EFL learners. Faqeeh’s (2011) study aimed 
to clarify how cross-cultural awareness could be enhanced for EFL college students, with 
Faqeeh arguing that developing a comparative cultural perspective is key to raising EFL 
students’ motivation levels with regard to learning English and suggesting that cultural 
awareness could also play a significant role in producing a more robust theory of English 
language teaching and learning pedagogy.  
2.5 Higher education and Internet services  
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The Internet has been accessible to Saudi citizens since 1999, and by December 2000, roughly 
200,000 Saudis were actively using the Internet; this had increased to 2.54 million a mere five 
years later (Communications and Information Technology Commission, 2007), showing a 
growth of 1,170%. By 2007, 6.4 million Saudi citizens were online, representing almost a third 
of the entire population. Saudi citizens have experienced one of the highest increases in 
Internet usage for portable devices globally (CITC, 2015), while the CMO Council (2015) 
advises that the highest penetration of Mobile First users across all age groups is in the Middle 
East, with Saudi Arabian users comprising 11% of this group. According to Alfarani (2016), 
mobile broadband is a crucial part of the Saudi market, as fixed-line Internet access is 
generally restricted to work and home environments. Mobile device use has thus increased 
exponentially in Saudi Arabia, with the total number of mobile subscriptions reaching 51 
million in 2017 for a population of just 30.7 million, giving a penetration rate of 169.3% (CITC, 
2014). The ArRiyadh Development Authority (2007) asserts that this high level of use and rapid 
uptake can best be attributed to the country’s younger demographic, as 60% of the population 
are under the age of 21 and thus readily able to adapt to the introduction of new technologies. 
As Internet use in Saudi Arabia is likely to continue to rise, this raises further questions about 
how best to incorporate new styles of learning that embrace innovative technologies.  
Educational adoption of Information Communication Technology (ICT) has been sanctioned 
by the Ministry of HE by means of implementation programmes designed to support the 
installation of adequate IT infrastructure. In addition, the ministry seeks to encourage the 
creation of content for HE students, and various educational institutions have lately begun to 
introduce Learning Management Systems (LMS) such as WebCT, the Arabic-language Tadarus, 
Moodle and Blackboard to deliver web-based instruction. Alabiekan (2010) notes that uptake 
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of these among teaching staff has been limited by lack of training and knowledge of these 
tools, however, although some lecturers are enthusiastic about their potential and have 
begun offering web-based content to support other course content. Alfarani (2016) 
nevertheless suggests that distance-learning programmes are slowly gaining popularity, and 
many are being trialled by Saudi universities who have realised that, together with e-learning, 
such programmes can help accommodate the diverse needs of a growing young population.  
The Saudi Ministry of HE has implemented a National Plan for Information to facilitate the 
growth of education in the country by focusing on promoting distance and e-learning within 
HE. In 2006, the National Centre for E-learning and Distance Learning was thus established to 
provide a basis for the application of blended and e-learning within universities, both to serve 
as a standardising influence and to provide a number of elements to help evolve digital 
education content in HE institutions in Saudi Arabia. The rapid expansion of the KSA’s 
population and the scarcity of capable university lecturers has also fuelled an increase in the 
centre’s involvement in projects targeting the improvement of e-learning capacity in Saudi 
institutions.  
The Arab Open University was established in 1997 by Saudi Prince Talal Bin Abdulaziz, 
President of the Arab Gulf Programme for United Nations Development Organisations. It is 
headquartered in Kuwait, although it has physical locations in Saudi Arabia, Bahrain, Oman, 
Egypt, Lebanon, and Jordan. The institution encourages the use of blended learning, with the 
notion of open learning as a pivotal tenet of its approach, meaning that it emphasises the 
accessibility of education for all, regardless of age or gender. Its graduates are thus exposed 
to pedagogical approaches that differ from those more generally available in Saudi Arabia’s 
public universities.  
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This growth of online learning is likely to be especially impactful in the area of opportunities 
for female students. The National Centre for E-Learning has released material for a myriad of 
subjects, facilitating a new approach to teaching, combining e-learning, and blended learning 
in many areas, and allowing lecturers to use resources flexibly, according to the demands of 
the subject curriculum. As female students frequently have greater family obligations than 
males, the flexible nature of blended learning is more appealing to them due to fewer contact 
hours being involved. Moreover, Alabiekan (2010) contends that, where face-to-face contact 
between male lecturers and female students is not possible for cultural reasons, Internet-
based learning could potentially allow greater levels of educational contact, thereby 
improving learning outcomes.  
The increasing spread of e-learning could also offer increased professional opportunities to 
female teachers and lecturers in KSA, as it may make it possible for them to overcome 
traditional gender-based barriers to teach male students through online teaching channels 
along with their female students.  
KKU has developed rapid adoption of blended learning approaches; in 2009, the university 
offered three distinct e-courses, one online-only, one blended, and one supplementary. KKU 
also implemented a five-year strategic plan focused on improving educational standards, with 
a target of 10% of curriculum material being accessible digitally, increasing at a rate of 2% per 
annum.  
2.6 Conclusion  
This chapter offered a brief overview of Saudi Arabia, its location, population and recent social 
and economic changes. It also discussed the higher education system there with a particular 
focus on the challenges faced by tertiary education within the Kingdom.  
  55  
The chapter concluded by giving a detailed overview of KKU, where the field work for this 
study was performed, including its location, academic performance, Internet services, foreign-
language teaching methods, and general culture, along with other non-linguistic factors likely 
to affect EFL learning. The next chapter introduces a review of literature relevant to the field, 
examining the theoretical frameworks and theories that form the basis of this thesis as a 
whole.  
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Chapter Five: Presentation, analysis and outcomes of the focus group, reflective journal and 
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Chapter Six: Outcomes of the questionnaire data from Saudi male academics and a 
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3.1  Introduction  
There is no doubt that Learning and Communication Technology (LCT) is promising for the 
future of education in Saudi Arabia as well as in other countries all over the world. Educators, 
teachers, faculty members, academics, and learners of all types hope to achieve better 
educational contexts where learners' academic achievement can be enhanced (Abbas and 
Qassim, 2020). Utilisation of LCT can do this by creating effective learning environments that 
are less obsolete than traditional classrooms but specifically engineered to support critical 
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thinking. On the other hand, learners prefer learning environments that push their learning 
capacity with altering strategies and teaching practices (Shouma and Cardoso, 2019). They 
need to be a part of an impactful learning setting that provides a sense of achievement where 
they can be adaptive and interactive with fellow learners as well as instructors. Thus, 
developing an engaging and positive learning environment for learners is one of the most 
creative aspects of teaching. Typically, the focus is either on the physical learning 
environments like lecture theatres, classrooms, or labs, or on different technologies that are 
used  to develop online learning environments (https://raccoongang.com/blog/what- 
makes-good-learning-environment/).   
Hence, this chapter aims to review the literature related to LCT utilisation via the review of 
previous studies dealing with the global adoption of educational technology. It mainly focuses 
on literature and research dealing with the current situation in the Arab world in general and 
particularly in Saudi Arabia. It hopes, through this review, to show that the educational system 
in Saudi Arabia and mainly in King Khalid University lacks the effective use of ICT and LCT in 
lecture halls. Therefore, the review of literature in this chapter will shed light on the use of 
two effective models, i.e. the Technology Acceptance Model (TAM) and Hofstede’s culture 
model, which are designed to evaluate instructors' levels of technology acceptance and 
utilisation.  
Accordingly, the review of literature related to the topic of this study is divided into four main 
sections. The main aim of the literature review in the first section is to present the findings of 
research and studies that show how modern technology tools are used and integrated in 
education to build effective teaching and learning environments. The main aim of section two 
is to draw a clear picture of the conceptual framework of the present study. 
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In addition, the review of related literature in the third section seeks to discuss the different 
kinds of theoretical framework of various studies that can contribute to the promotion of the 
present study. In the final section of this chapter is a somewhat detailed discussion ending 
with a summary of the studies and research related to the theories and modes applied in the 
present study.   
 3.2 Background to the field of study  
Most studies and scientific research that have been conducted in the field of technology 
utilisation and integration have focused on the influence and impacts that can be created on 
teachers as well as students. Many of these studies have asserted the fact that when using 
technology tools and materials for teaching inside classrooms and lecture halls, the whole 
learning environment is changed and made better and more interesting. Therefore, the 
literature reviewed in this section aims to highlight how technology in general and LCT use in 
particular affects the educational process, particularly the performance of academics and 
learners. It seeks to show the advantages and disadvantages, if they exist, of such utilisation 
in the improvement of students' achievement and academic' performance. For instance, most 
studies such as Timucin (2006), Webb et al. (2004), Lee et al. (2005), and Wang, Wu, and Wang 
(2009) conclude that there has been a notable rise in the adoption of technology within HE 
contexts since 1998. Such studies have demonstrated that the use of technology in the 
education sector is largely dependent upon the effectiveness of such technology and its 
contribution to the development of new pedagogical methods to improve students’ skills and 
understanding.  
Cheung (2010) and Wang and Burton (2013) have confirmed that the adoption of Virtual 
Worlds (VWs) and other forms of technology tools in higher education institutions is not a 
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recent fashion. It has started to grow since the beginning of the 2010s. Consequently, Savin-
Baden (2008a) notes that many researchers and practitioners have begun to explore the 
potential for educational reform based on considering both teachers’ and students’ opinions 
regarding the creation of learning content.  
Information Technology (IT) refers to the full range of computer programs and equipment 
used to present, process, store, and gather information, whereas ICT refers to the media, 
networks, programs and computer equipment used to present, process, store, and collect 
information and services relating to that information. The latter includes images, text, voice 
recordings, and other data (Sarkar, 2012). ICT is comprised of two components: 1) information 
and communication infrastructures (ICI); and 2) services that utilise these infrastructures. The 
former include postal, satellite, cable, broadcast, cellular, and other telecommunications 
systems, whilst the latter are represented by television, radio, voicemail, the Internet, and so 
on (Sarkar, 2012). Sarkar (2012) also explains that ICT represents a diverse group of 
communication-oriented technological tools designed to gather, share, and create 
information.  
Working at a university in South Africa, Makura (2014) conducted a research project to 
examine students’ perceptions concerning the utilisation of Information and Communication 
Technology (ICT) by staff. Questaview, a hybrid questionnaire and interview data collection 
instrument, was designed and applied to a probability sample of students (n = 50) with the 
aim being to illuminate their perspectives concerning the degree to which their teachers and 
other academic personnel employed ICT resources. In total, the number of usable returns was 
44, and thematic analysis of the data using a coding procedure produced results indicating 
that students interpreted the phrase “technology for learning” to mean only computers. The 
students displayed a high level of satisfaction regarding the utilisation of ICT technology 
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among staff at their university, with the majority of students reporting that ICT utilisation 
rates were high. In addition, the students viewed ICT, especially computers, as generating 
positive outcomes with respect to grades, access to resources, and other curricular 
considerations.  
Makura notes that although ICT utilisation among university personnel had several concrete 
challenges in South Africa, including relatively low usage rates in some institutions, students 
consider ICT used to be a predictor of their own successes. In addition, the students drew 
attention to specific strategies their teachers employed to maximise their engagement with 
ICT. One of the recommendations advanced is thus for HE institutions to promote ICT e-
learning initiatives through targeted investment, thereby improving student outcomes in 
terms of both academic performance and quality. Given the overwhelmingly positive effect 
predicted to result from investment in e-learning initiatives, any investment in this area 
should be sizeable.  
With the beginning of the 21st century, the rate at which ICT resources have been integrated 
into local and global HE systems and programmes, particularly in terms of the Internet, has 
been truly momentous. According to Collis and van Der Wende (2002) and Ejiwale (2008), this 
has been triggered by dynamic environmental conditions, modern phenomena such as 
globalisation, a burgeoning demand for ICT, the expanding popularity of adult learning, and 
public-private competition. Furthermore, the new “Digital Age” is a global phenomenon, and 
the positive effects of ICT adoption among HE institutions, both economically and socially, 
necessitate further integration in all countries. Numerous studies have focused attention onto 
the positive effects of ICT for learning and teaching, including the ability to accelerate 
pedagogical outcomes, promote language acquisition, maximise learner motivation, and 
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enhance students’ grades (Jaffer et al., 2007; Ejiwale, 2008; Mullamaa, 2010; Pretorius, Steyn, 
and Johnson, 2012; Tok and Sora, 2013; Yunus et al., 2013).  
Nevertheless, the literature indicates that while these advantages are well-documented in 
multiple settings, many countries, including South Africa, have been inactive when adopting 
ICT in HE, as confirmed by Makura’s work. His study results demonstrate that the use of ICT 
resources, including photocopiers, computers, and projectors, was high among students, yet 
when discussing their professors’ use of ICT, students observed that their technology use 
more generally involved email, Blackboard, PowerPoint, and “computer databanks”. 
Consistent with the literature, the students made no reference to educators’ utilisation of 
state-of-the-art electronic learning resources such as smartphones and smartboards. 
Moreover, the lecturers themselves failed to mention the use of smartphones, suggesting 
high levels of unfamiliarity with more recent technologies that impairs utilisation rates in the 
contexts of learning and teaching. This is a crucial finding, as the literature indicates (Vajargah, 
Jahani, and Azadmanesh, 2010) that low levels of ICT literacy among lecturers and other 
university personnel can demotivate students, negatively altering key variables such as first-
year dropout rates (Torenbeek, Jansen, and Hofmann, 2011). Nevertheless, the study suggests 
that even when ICT utilisation among teaching personnel is relatively ineffective, good 
availability of technological resources within the HE institution can counter this negative 
impact to some degree.  
Reflecting on these findings, it is clear that a gap exists between rhetoric and reality. In 
particular, while many HE institutions employ excellent policies regarding their utilisation of 
ICT resources, the majority have not allocated the necessary financial and human resources 
to devise digitally inclined curricula. To address this limitation, Mhlanga (2006) recommends 
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the use of the Buffet model to help organisations develop strategies for the introduction and 
maintenance of ICT-based approaches to learning and teaching.  
In view of this, it seems reasonable to conclude that the manner in which teaching personnel 
within universities manage aspects of external monitoring such as validation events results in 
their focus being heavily informed by external reference points. As noted by Burnett and 
Coate (2017), this fails to highlight purposeful spaces for group discussions about the nature 
of curricula or pedagogical strategies. The fundamental concern thus relates to the 
problematisation of external monitoring procedures and key issues surrounding university 
teaching personnel’s engagement with quality improvement. Although the course validation 
process offers an opportunity to re-evaluate both curricula and professional futures, the 
evidence indicates that this practice is currently undermined by simplistic procedures. 
Significantly, this procedure primarily falls under the ownership of evaluative organisations: if 
identity and ownership of subject interest and curricular matters were to be viewed as 
important considerations, it would be necessary to reflect on how institutional conditions 
affect the authenticity of validation as a worthwhile aspect of university life.  
 
3.3  Global adoption of LCT in education  
The early 21st century is characterised by the integration of technology of all forms and tools 
in all aspects of our lives. Technology nowadays is a must in order to communicate with others 
about different topics. Thus, integrating technology into education has been inevitable. Let us 
for instance take as an example mobile-based learning as one example of ICT integration in 
education. Elfeky and Masadeh (2016), for instance, mention the various advantages of 
smartphone-based learning for both teachers and students. Teachers can use smartphones to 
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send and receive instructional messages through text, voice or even images. They can deliver 
the right information to the right person at the right time. They can develop and create 
interesting teaching content that can be used inside as well as outside classrooms. In addition, 
students can be directed to access various educational resources on the Internet and 
meanwhile be allowed to access information anytime and anywhere. Thus, the main aim of 
this section is to show how technology integration in education can be effective in promoting 
the performance of academics and teachers and at the same time help learners try new ways 
of learning that has been, in light of the technology era, learner centred not teacher-centred.  
A range of studies exploring the use of technology in a variety of education-based scenarios 
and circumstances have been undertaken by several renowned authors, including Frigaard 
(2002), Plomp et al. (2007) and Timothy (2009). Several international studies have also 
examined different types of ICT, with some studying the use of Interactive White Boards (IWB) 
as a new type of classroom technology that enhances various teaching strategies (Prinsloo 
and Sasman, 2015; Kneen, 2015). Other studies have explored the effectiveness of IWB 
technology in education within specific target educational institutions (Al-Qirim, 2011; 
Amaker, 2014; Langan-Perez, 2013), whilst some have investigated utilising specific social 
media, such as LinkedIn, for professional development (Yab and Wang, 2015). The utilisation 
of smartphones as pedagogical and learning tools in higher education contexts has been 
examined by Alfarani (2016), Thomas et al. (2013), and Schuck et al. (2013), amongst others. 
Expedient knowledge acquisition has been revolutionised by multiple technological 
innovations within the field of data and communication (Al-Emran and Salloum 2017). 
Hence, learners are increasingly drawn to educational practices that embrace new 
technologies and electronic resources (Alkandari 2015). As a consequence, there is a growing 
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demand within the education sector for ICT tools and novel learning approaches at different 
stages in the education process. Educational practitioners are drawn to those innovations, 
which enable them to embrace superior teaching and learning practices. Thus, e-learning has 
been adopted by many universities around the world as a means of improving current 
practices and promoting lifelong learning. The latest advances in ICT have elevated the content 
and applicability of e-learning. When combined with improvements in Internet technology and 
the widespread use of the World Wide Web, these advances mean that e-learning is now a 
more flexible, interactive, and well-designed process (Alkandari 2015).  
A phenomenon graphical analysis was employed in a published research undertaken in 
Germany by Walter (2016) which sought to review the attitudes of tutors teaching English as 
a foreign language in a university setting towards using online media. The author highlights 
that the resulting Internet- and technology-based educational approaches were virtually 
identical, regardless of the teaching and learning style adopted, which included a range of 
methods, such as blended, networked, online, and e-learning (Walter, 2016).  
In addition, a study conducted in Finland sought to examine the impact of iPad usage on 
learning, specifically focusing on levels of effectiveness and functionality for this novel 
teaching tool (Shannon, and Cullen, 2016). The overall findings were positive, with 
approximately 66% of participants expressing an interest in engaging in further training 
offered in the future. The authors thus claim that iPads can be effective learning tools, as they 
have the capacity to promote critical thinking and peer-learning, as well as promoting the 
dissemination of resources and various mechanisms facilitating feedback. The knowledge 
acquired from students on the issues of how technology can be incorporated effectively into 
the education system is another positive finding emerging from this research, while other 
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benefits include discussion of the practical applicability of the skills attained by participants 
engaged in the training workshop and the creation of opportunities for users to network and 
share ideas with colleagues.  
A number of studies have been undertaken to investigate the effectiveness of social media as 
a teaching device within HE settings. Bista (2015), for example, invited graduates to engage in 
a social media classroom-based task over a 15-week period to measure the effectiveness of 
Twitter as a teaching and learning device; this work reports generally positive findings, despite 
the fact that the participants had never used Twitter prior to becoming involved in the 
research. The respondents were favourably disposed towards the use of Twitter in the 
classroom environment and offered positive feedback in relation to communicating their 
opinions to fellow students and teachers, seeking responses to questions from their tutors, 
and instantaneously acquiring assignment-related or other course information. This 
reinforces the potential use of social media as a tool to facilitate collaborative approaches to 
learning. Similar findings emerge from another study conducted by Alkalifa (2008), which 
recommends that a Twitter platform be employed as a teaching tool within the classroom 
environment. Twitter was considered to serve as a virtual office, which, combined with its 
enhanced flexibility, was of great benefit to both students and staff engaged in 
communication and collaboration processes.  
Hew and Cheung (2010) and Wang and Burton (2013) report that virtual worlds and other 
technologies have become increasingly popular in the HE setting, with Savin-Baden (2008a) 
observing an increase in academic debate resulting from this change. Overall, the literature 
suggests the need for a greater focus on the opinions of both tutors and students as a way to 
create a more flexible curriculum for future learning. Both academics and practitioners seem 
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eager to explore how best to optimise the impact of new technologies in terms of identifying 
their social functions and overall effects. In addition, they seek to ascertain how teachers can 
best use these technologies to influence skill levels and simplify tasks undertaken by teachers. 
Cheng, Safont, and Basu (2010) outline several case study examples in which learning 
platforms and other technology-based learning programmes have been devised in response 
to new developments, such as the Internet, over a time period spanning from the late 1980s 
to the end of the 1990s.  
In addition, Piskurich (2006) indicates that technology can offer cost-effective learning 
solutions within the classroom environment. Nevertheless, uncertainty continues to surround 
the educational benefits of IT to students (Haertel and Means, 2003), such that some, but not 
all, teaching staff and their students display increasingly greater openness to the use of 
technology-based approaches (Tang and Byrne, 2007; Strauss and Hill, 2007).  
According to Sarkar (2012) and Moges (2014), ICT can be instrumental in promoting student-
oriented education and is thus considered effective in the domains of tertiary and secondary 
education. As Swan (2001) points out, much existing IT literature emphasises distance-
learning as a context within which to explore the opinions of students and tutors using 
technology in education, and McGill and Klobas (2009) note that gaining insight into the 
attitudes and perspectives of these key actors is thus essential for assessing IT effectiveness. 
Moreover, according to the literature, many students and tutors view learning management 
system (LMS) features as being linked to positive learning outcomes (Hanson and Robson, 
2004). This finding is supported by several researchers, including Parker, Bianchi, and Cheah 
(2008), and Yohon, Zimmerman, and Keeler (2004). Moreover, one of the top emergent 
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priorities for participants is the use of the LMS as a tool to manage different items of 
information and material content from various courses.  
Lonn and Teasley (2009) questioned tutors and students studying at a large American 
Midwestern university to evaluate their perceptions and use of LMS. The authors report that 
tutors and students concurred that IT improves learning, yet the students did not perceive IT 
to have a positive effect on teaching, while the tutors did. The most valuable benefit of IT 
adoption, according to 50% of students, was its efficiency. In contrast, the instructors argued 
that the most valuable benefit was the fact that it supported efficient communication.  
The highly valued tools overall were those involving content-sharing, announcements, 
assignments, and syllabus options, while chat, discussion, and wiki creation were not viewed 
as valuable. This disparity of viewpoints indicates a marked gap between tutors’ and students’ 
perceptions of IT, as reported by Hornik, Johnson, and Wu (2007). Arguably, students will 
continue to think of LMS as a tool used only for management and distribution of materials as 
long as they continue to dismiss the relevance of interactive tools (Lonn and Teasley, 2009).  
LMSs change continually, and there has been intense debate as to whether “VLE is funnel type 
learning”; even the term “LMS” is now at risk of being seen as outdated. However, the tools 
contained within the term are all still in widespread use; thus, as noted earlier, this thesis is 
less concerned with LMS/VLE as a system of technology designed to enhance learning than 
with the perceptions of academics of such systems and the possible ways in which these 
perceptions might influence the selection and use of the technological tools currently 
provided for the use of KKU’s female academics, as well as investigating how academics’ 
perceptions impact the use of such tools in the classroom. The main issue, therefore, is not 
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whether or not such staff members use technology, but how their use of it is affected by their 
own perceptions.  
Accordingly, rather than merely researching whether academics are using such technology, 
this thesis is concerned with finding out not only how tutors currently utilise LMS/VLEs, but 
also the extent of such usage; measuring adoption in and of itself seems an inadequate 
response.  
Despite the popularity of these systems worldwide, there is minimal research regarding the 
benefits they may bring (Koszalka and Ganesan, 2004) or the effects they have on pedagogical 
practices (Becker and Jokivirta, 2007). As these systems promise more efficient teaching 
practice, they are often readily adopted (Morgan, 2003), yet it is apparent from the data that 
the value of an LMS depends on how the tool is used within a given course, specifically in 
terms of whether it allows the user to attain the course aims (Holm, Röllinghoff, and Ninck, 
2003).  
Considering the current fierce debate about the efficacy of technology usage in education, 
where no single view predominates, this is an important point for consideration; clearly, much 
depends on the context and how tools are employed. However, tutors’ individual usage of the 
tools and their overall attitudes towards them are likely to have a significant impact on the 
tools’ effectiveness in terms of enhancing learning. It is thus clearly worthwhile to gain an 
understanding of how tutors currently employ technological teaching tools, both as 
individuals and departments, and their reactions to these, as this will inform any conclusions 
about the effects of tutor perceptions on the selection and use of such technology.  
Much of the literature to date has focused on European and English-speaking cultures, where 
modern HE is mainly characterised by intranet-driven education technology (Gillespie, 2006; 
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BECTA, 2008). There is relatively little material available on Saudi Arabia and other Arabian 
Gulf countries, although there is some evidence that official adoption of web-based 
technologies by these countries’ educational institutions has been slower than elsewhere (Al-
Gahtani, 2004). The culture of many Arabic countries, and Saudi Arabia in particular, has its 
own norms, which may affect the perceptions of female academics towards using technology 
in the teaching of foreign languages.  
Based on the available literature, few studies currently touch on lecturers’ perceptions of and 
attitudes toward technology (Shouma and Cardoso, 2019),  and much of the research is 
concerned with the perceptions of students and their related pedagogical outcomes. To date, 
there is a particular lack of research specifically dealing with the situation from the 
perspective of female academics working as foreign-language lecturers in HE, despite these 
individuals regularly using educational technology as part of their job.  
The current research directly addresses this knowledge deficit and thus provides valuable data 
to be used as a springboard for further investigations in this area based on exploring the 
perceptions of the use of LCT held by female academics in the university in question, as well 
as examining the ways in which these perceptions might influence their teaching of foreign 
languages. This reflects the main aim of this study, to determine the impact of female 
academics’ perceptions of technology and their reactions to it on overall effectiveness.  
The current research has been designed to address the gap in the existing literature regarding 
the high level of diversity in interactive technologies and systems used in HE, by focusing on 
how female academics’ practices are influenced by their perceptions of learning technology 
in the Arab region. These areas have yet to be fully explored with regard to female academics’ 
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acceptance and any potential foreign-language teaching/learning benefits for students and 
academics in the Saudi context. This study specifically adds to the debate round how ways of 
using LCT are affected by lecturers’ perceptions as they become engaged with diverse types 
of learning technology and these are used to enhance learning skills. It also investigates the 
acceptance of new communication media apps such as WhatsApp, Facebook, Twitter, 
Telegram, and Snapchat, all of which are currently used in Saudi universities, examining the 
lived experiences of female faculty members teaching at KKU. The findings should act as a 
driver for future policy decisions regarding educational technology use; it is thus hoped that 
Saudi Arabia can benefit further from increased individual and societal returns in the form of 
a well-educated, highly trained workforce.  
3.3  Learning technology in the Arab world  
In the last 15 years, it has become apparent that the preferences of countries in the Arab 
world regarding the introduction and use of classroom technologies vary, and researchers are 
consequently investigating the region more closely (Tubaishat et al., 2006; Shehabat and 
Mahdi, 2014). The acceptance of new technologies amongst Arabian Gulf universities appears 
to be influenced by multiple factors, including lack of training on the part of students and 
teachers (Tubaishat and Lansari, 2011), insufficient equipment, conservative pedagogical 
traditions, and religious, moral, and cultural factors (Akinyemi, 2003). A further consideration 
is the preferences for different teaching and learning styles prevalent among individual 
teachers and students (Alghazo, 2006).  
According to Al-Jumeily, Hussain, and Crate (2014) who compare Omani students with 
students in the UK, linguistic, awareness, and capability challenges affect e-learning 
acceptance, principally because these issues interfere with levels of engagement with 
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education-related webpages; notably, as English students who participated in the study spoke 
English natively, and since most education-related webpages are published in English, they 
did not find the language to be a challenge to them. The recommendation of the study is thus 
that Omani (Arab) students should be trained to enhance their computer literacy, particularly 
in terms of their online search capabilities and ability to handle various digital applications. In 
addition, the study suggests that more equipment and facilities should be provided to 
students, thereby ensuring they have the necessary resources with which to participate in e-
learning.  
However, in view of the wide variety of entangled factors that influence technology 
acceptance, it is challenging to determine how each impacts on pedagogical outcomes. A 
variety of interactive technologies and systems are now used, some of which are yet to be 
fully researched in terms of their design, quality, and pedagogical benefits to students and 
staff, although research on the topic of classroom technology adoption has intensified as a 
result of the growing acceptance of such technologies in the Arab world (Tubaishat et al., 
2006; Shehabat and Mahdi, 2014). One such technology is the IWB, which research suggests 
is one of the most popular educational technologies worldwide (Abuhmaid, 2013). Abuhmaid 
highlights private school teachers’ opinions and attitudes about the teaching tools used in 
Jordan, making a valuable contribution to the literature by emphasising the value of teachers’ 
perspectives when adopting new technologies, a factor frequently overlooked in practice.  
Among the Arabic studies focusing on e-learning or the online learning domain, Ayub et al. 
(2010) investigate how LMSs offer advantages to both students and lecturers. They note that 
LMSs facilitate cooperation and synergy between the two groups, permitting lecturers to 
create and share resources such as blogs, thread discussions, shared files and forums, which 
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are then readily available to students. Furthermore, LMSs can perform a range of tasks, such 
as monitoring and following student progress, allowing downloading of content, and 
participation in virtual classrooms, and testing and analysing students’ learning, all of which 
can increase lecturers’ efficiency.  
As demonstrated by Al Manaseer and Malibari (2012), Sarkar (2012), and Alfarani (2016), 
communication between learners and instructors is generally successfully facilitated through 
the appropriate use of technology in the learning/teaching process. Students can enhance 
both their technological abilities and their learning experiences through daily use of 
technology. Daggett (2014) also argues that the growth of digital technology and the global 
economy mean that students must learn to adopt new ways of thinking, which can be best 
supported through efficient use of technology in education, while Lock (2015) highlights the 
idea that educational focus should be on preparing students and teachers to navigate the 
realm of digital learning.  
3.4  Use of learning technology in Saudi Arabia  
Saudi Arabia is a country that continually seeks to develop its educational system by adopting 
the most recent and latest technology. A number of studies have been conducted that show 
how technology is used to improve the environments of the educational processes, whether 
at the level of public education or higher education. Alamri (2011), for instance, points out 
that the past decade has witnessed significant developments in the Saudi Higher Education 
(HE) sector, with the Ministry of Education acknowledging that blended learning offers a way 
to address the increasing demand for HE amongst Saudi Arabia’s growing numbers of 
students. Saudi Arabia, as the Gulf’s largest country, is clearly achieving rapid growth and 
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development (Weber, 2009), and the Saudi Government is thus having to invest significant 
time and money in the education sector.  
Al-Asmari and Khan (2014) note that there is a distinct dearth of information on educational 
technology within Saudi Arabia and other Middle Eastern countries, although official usage of 
web-based technologies has certainly not developed as rapidly as in the Western world. 
However, researchers such as Alfarani (2016) note that various reports highlight an increase 
in the use of tablets, smartphones, and mobile devices in Saudi Arabia’s HE classrooms, 
although Albalooshi et al. (2011) contend that such technologies demand familiarity with the 
English language and note that this may be a barrier for Arab speakers.  
Furthermore, Asiri et al. (2012) assert that the growth of e-learning within Saudi Arabian 
universities correlates well with the steady increase in the Saudi Arabian student population. 
The Saudi Ministry of Higher Education (2008) further reports that across 20 of its universities, 
Saudi Arabia’s total student population was 608,000, as of eight years ago, and the use of IT 
was determined to be a viable option to meet the challenges posed by further increases in 
demand. Mazi and Obuamh (2002) argue that Saudi Arabian universities suffer a shortage of 
faculty members relative to universities in developing countries, and e-learning methods can 
assist universities in terms of extending their offerings beyond those that may practically be 
provided by local teaching staff (Alzamil, 2006). As the education system in Saudi Arabia 
requires the separation of students and staff by gender, this creates a strain on resources in 
the country greater than those felt elsewhere, and e-learning serves as an excellent solution 
to this issue. Saudi Arabian universities have thus been encouraged to utilise e-learning tools 
and to offer e-courses to minimise strain on resources, particularly in light of the shortage of 
female instructors in the country relative to males (Alaugab, 2007).  
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E-learning is sometimes viewed as a potential solution to the inclusivity problem, particularly 
for those who experience difficulty accessing education due to age, disability, lack of funding, 
lack of time, distance, gender, or ethnicity, as these groups often have more opportunities to 
study where e-learning is available. Sarkar (2012) points out that ICT could thus prove 
extremely valuable to rural and other communities currently struggling to gain access to 
informal and formal education.  
There is some evidence that the official adoption of web-based technologies within 
educational institutions in Arabic countries has been slower than elsewhere (Al-Gahtani, 
2004). Additionally, as Albalooshi et al. (2011) note, Arabic is not supported by many popular 
Internet and intranet tools, creating a further barrier to adoption in the region. Many other 
issues have been observed to affect the level of technology acceptance within Arabian Gulf 
universities, however, including a lack of training for students and teachers (Tubaishat and 
Lansari, 2011), a lack of suitable equipment, conservative pedagogical traditions, and an 
emphasis on religious, moral, and cultural factors (Akinyemi, 2003); different teaching and 
learning preferences at the individual teacher and student levels may also have an effect 
(Alghazo, 2006). It has been observed that since many of these issues overlap, the challenge 
is to disentangle them to clarify their individual associations with pedagogical outcomes.  
In particular, the quality of learning and teaching in Saudi Arabia is believed to be significantly 
impacted by the attitudes of both students and teachers, and this applies in the context of 
blended learning (Alebaikan, 2010). According to Nurain et al. (2015), one of the major 
problems faced by those responsible for integrating technology into educational practices is 
staff attitudes towards, and willingness to accept, technology. The importance of this study 
and others seeking to determine to effect of staff perceptions is thus enhanced.  
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Negative attitudes and difficulties using ICT and blended learning systems have been noted 
amongst faculty members from the King Saud, King Khalid, and Taif universities (El Zawaidy, 
2014). The following principal difficulties have been identified: no training or experience using 
ICT; inconsistent availability of interconnectivity; lack of encouragement from management; 
and minimal experience developing electronic materials for tools such as Echo, YouTube, 
SlideShare, Flickr, and similar commercial applications (El Zawaidy, 2014). The final section of 
that study thus proposes a number of recommendations, including that additional training 
should be provided to faculty members to optimise the associated benefits from all aspects 
of new technologies currently being used within Saudi Arabian universities. It also proposes 
that Internet connections within these settings be enhanced as well as promoting the 
employment of appropriately skilled technicians to remedy the problems faculty staff 
currently encounter and support them to use the available  
technology more effectively. The research did not examine the impact of current technology 
use on the student population’s learning outcomes, however, nor did it measure their 
opinions with regard to technology utilisation within Saudi Arabian universities.  
The widespread adoption of ICT has thus been associated with a number of difficulties. For 
instance, ICT bears significant ongoing costs in terms of replacement, repair, installation, 
purchase, and so on. In addition, as Daggett (2014) notes, the use of ICT in the education 
system remains relatively limited, with governments and authorities having little experience 
to learn from. Both Daggett (2014) and Sarkar (2012) point out that, whilst investment in 
buildings and other facilities can be seen as affordable for developing countries due to the 
long-term nature of such investment, these countries face greater ICT installation costs than 
industrialised nations do, for less recognised benefit. This creates significant opportunity costs 
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in developing regions. Furthermore, educational standards might be negatively impacted by 
the use of LCT, despite its roles in cultural globalisation and the global economy. Researchers 
must thus seek to understand how LCT can be incorporated into the education system to 
overcome educational issues around quality and inclusivity whilst avoiding negative cultural 
and educational outcomes. In this research, I address the potential cultural and educational 
impacts of LCT in order to develop a better understanding of how education may be impacted 
by it. This topic has not yet been fully explored in a way that permits a firm answer to be 
presented, partly because of the limitations of existing studies, and partly because of the 
complexity and diversity of educational systems around the world. As Pulkkinen (2003) points 
out, a particular lack in terms of research is sufficient focus on the educational impact of the 
rapidly developing ICT-driven global economy and cultural globalisation. This generates a 
pressing need for a more well-rounded perspective on the use of ICT in the education sector.  
Sarkar (2012) presents four key errors commonly made when integrating ICT into education. 
Educational establishments typically neglect the need to address the content’s suitability for 
students’ specific needs prior to introducing learning technology. Students and teachers are 
also often excluded from the development process, with change enforced in a top-down 
manner that makes it more difficult for them to adapt. Learning content from other countries 
is often used, with no attempts made to adapt it to local students’ needs, and content can 
also lack compatibility with the technology used, making it difficult for teachers to use during 
instruction, causing the outcomes to be of a low standard.  
Al-hammad (2017) states that technology is increasingly invading daily life, adding that, in 
Saudi Arabia, the majority of students now have smartphones, and use WhatsApp, Facebook, 
Twitter, Instagram, Telegram, and similar social media apps. The younger generation is 
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arguably becoming addicted to these applications, using them both to develop social 
relationships and for entertainment purposes. In 2012, when Al-hammad first started 
teaching in Saudi Arabia, Blackboard had been newly introduced at SU; however, she notes 
that most students at that time were reluctant to use it due to problems accessing the Net 
and unfamiliarity with the technology. Al-hammad’s study uses an analytical descriptive 
method to analyse student questionnaires and instructor observations to investigate whether 
the use of WhatsApp application could help students learn English as a foreign language, and 
almost all of her findings support the use of WhatsApp to enhance students’ learning 
outcomes and motivation. The data shows that using WhatsApp helps students to develop 
their English skills, enriches their vocabulary, and allows them to learn from their classmates’ 
mistakes. However, the study also identifies some disadvantages associated with such 
experiences in terms of preparing materials and imposing discipline on the group.  
The current research addresses the gap in the existing literature regarding the high level of 
diversity in interactive technologies and systems used in HE by focusing on how academics’ 
practices are influenced by their perceptions of learning technology in an Arab region. Such 
areas have yet to be fully explored with regard to academics’ acceptance, and the teaching 
and learning benefits for both students and staff with regard to foreign-language study. This 
study further specifically focuses on academic members’ perceptions and practices when 
engaged in the use of diverse types of learning technology used to enhance learning skills, and 
new communication media such as Facebook, Twitter, and Snapchat, all of which are currently 
being used in Saudi universities. It also examines other online tools employed by female 
faculty members teaching at King Khalid University in Saudi Arabia. The findings are intended 
to be a driver for future policy decisions regarding technology use, allowing Saudi Arabia to 
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benefit from increased individual and societal returns in the form of a well-educated, highly 
trained workforce. In summary, and in light of the findings discussed above, the present study 
seeks to identify the extent to which LCT is currently available in Arab regions; specifically 
Saudi Arabia. It also tries to explore the perceptions of a group of female faculty members in 
accordance with the types and tools of LCT that they mostly use in teaching foreign languages 
at the King Khalid University in Saudi Arabia. One more interesting aim is to explore the degree 
to which participant female academics' perceptions can impact their teaching practices 
regarding the use of LCT in teaching/learning environments. Furthermore, the study aims to 
determine the benefits both students and instructors at higher education institutions can 
gain, in addition to the main obstacles that might hinder effective technology integration in 
their educational environments.  
3.5  Conceptual framework  
It is true that researchers should develop their personal standpoints, methodologies, and 
philosophical positions. But also they have to develop a strong conceptual framework, which 
is a pivotal aspect of research in the digital space. To do so, researchers are advised to ask a 
range of questions to facilitate the development of a strong research design and a robust 
conceptual framework (Savin-Baden and Tombs, 2017).  
Evidence from rapid innovation and adoption of technology tools in education has 
demonstrated that online learning promotes a sociocultural environment previously absent, 
as well as lowering levels of isolated learning. To sustain the dual benefits of both online and 
offline environments, Alebaikan (2010) suggests that a cohesive learning process requires 
face-to-face learning and online learning to be properly integrated.  
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Several different arguments exist regarding various concepts of education and learning 
technology, so this is not a consistent field within the wider frame of learning theory. In 
educational settings, there are three primary learning theories: behaviourism, cognitivism, 
and constructivism, which not only support face-to-face teaching, but also affect how online 
learning theories are designed, according to Ally (2009). Hirumi and Bermudez (1996; cited in 
Woo and Reeves, 2007) believe that interactions between students and lecturers are not 
promoted where web-based learning environments are designed based solely on behaviourist 
principles, as this limits interactions between learner and content. Woo and Reeves (2007) 
further note that the constructivist approach has had a considerable influence on education 
since the 1990s. As an educational paradigm, constructivism assumes that learning is both 
active and constructive; the learner constructs information based on their own subjective 
views of reality. New information and previous knowledge are thus inextricably linked, so that 
all ensuing mental representations are subjective.  
Jonassen (1991) defines constructivism as follows:  
Constructivism, founded on Kantian beliefs, claims that reality is constructed by the knower based upon 
mental activity. Humans are perceivers and interpreters who construct their own reality by engaging in 
those mental activities... thinking is grounded in the perception of physical and social experiences, which 
can only be comprehended by the mind. What the mind produces are mental models that explain to the 
knower what he or she has perceived.... We all conceive of external reality somewhat differently, based 
on our unique set of experiences with the world and our beliefs about them. (p. 10)  
 
According to Piaget (1980, cited in von Glaserfeld, 1990), the phrase “the great pioneer of 
constructivism, the theory of meaning” refers to how people create meanings in their own 
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way, which is itself affected by the connection that exists between their perceptions and 
actions.  
Ertmer and Newby (1993) contend that constructivism views learning as an active and 
contextualised process whereby knowledge is constructed, rather than simply as an 
acquisition process, and note that this is a reaction to didactic approaches such as 
behaviourism or programmed instruction. Cooper and Weaver (2003) argue that each learner 
brings their own cultural experience to a situation, rather than being a blank slate, which 
means that each individual will have their own personal interpretation of the knowledge 
process, constructed based on personal experiences and environmental hypotheses. In 
constructivist thought, it is believed that knowledge arises from the individual’s experiences. 
Simina and Hamel (2005) argue that constructivist philosophical assumptions encourage the 
integration of online learning in education, as the construction of knowledge can be enhanced 
by the virtual environment, due to its potential to provide a context for social interaction and 
collaboration. Simina and Hamel (2005) also suggest that computer users interact with both 
other people and with the learning materials, combining these social and individual aspects. 
Vygotsky’s expression of social constructivism emphasises social interaction, language, and 
culture, and both Wise and Quealy (2006) and Woo and Reeves (2007) contend that it is 
necessary for the pedagogy of web-based learning to be based on social constructivist 
learning theory. The development of individual and group knowledge facilitated through 
virtual interaction and the sharing of texts, audio materials, and videos also results in the 
construction of diverse perceptions. The interaction between social interaction and cognitive 
activity is particularly recognised by social constructivists, with Confrey (1995) arguing that 
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pivotal constructive processes are developed by and between social actors and are thus 
completely subjective.  
3.6  Theoretical framework  
Teaching effectively is an ambitious task; rising to the challenge is both engaging and fulfilling. 
Many university academics view technology as a revolutionary invention that offers extended 
opportunities to enhance both the efficacy and allure of teaching and learning processes 
(Shouma and Cardoso, 2019; Abbas and Qassim, 2020). The incorporation of technology into 
educational programmes has illustrated that this new modality is not just an irritating, 
unproven tactic, but rather a route to improvement in pedagogical methods. There is 
therefore a requirement for educators who aim to enhance their teaching skills to accept the 
new technologies and to be able to utilise them in a variety of teaching settings.  
 
This section presents two models that been used as the theoretical framework in this study, 
i.e. the Technology Acceptance Model (TAM) and Hofstede’s cultural model. The aim of TAM 
is to assess how an individual’s views on technology influence their degree of acceptance and 
readiness to integrate its utilisation within their teaching practice. The second model’s 
objective is to study the influence of culture dissimilarities on the embracement and adoption 
of technology. The primary rationale for adopting TAM in this study was to present a 
foundation to ascertain the impact of external variables on internal beliefs, i.e. personal 
abilities, attitude, mind-set, and intention to attain information literacy (IL) skills.  
The subject of this thesis is the attitude of female academics in a higher education institution 
in Saudi Arabia towards contemporary educational technology. In Saudi Arabia, women 
occupy a unique position within a male-centred culture. The study design has therefore 
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incorporated two models. The first template, TAM, is proven to gauge the degree of 
technology embracement; Hofstede’s model is a method to comprehend the different values 
created by a nation’s cultural gender differences. Alternative methodologies to evaluate the 
potentially disparate outlooks between the two genders were considered, but the TAM model 
was preferentially selected for this thesis since it targets technology acceptance. TAM is an 
information systems theory that describes the process of how individuals, for example those 
searching for information or educational packages, accept, inculcate, and utilise new 
technology to gain IL skills. These two models are appropriate for the purposes of this study 
since its focus is on female lecturers’ perceptions, acceptance, and use of technology. Subjects 
for the study were recruited from King Khalid University in Saudi Arabia, a country for which 
gender segregation is the approach in education. This research relates specifically to attitude 
differences between the sexes and their influence on views towards technology; a wider 
consideration of gender equality is outside the scope of this study.  
  
  
3.6.1. Technology acceptance and cultural models  
A dilemma whether or not to accept or reject new technology is created by the constant 
improvement and progress in the field, especially with respect to information 
communications technology (ICT) applications. As a result of this quandary, many models and 
theories have been developed to elucidate its effective use (Akman and Turhan, 2017). A 
review of the literature has suggested that TAM and its extended theory excels, offering the 
optimum template to evaluate the factors that influence users’ acceptance of modern 
technology and willingness to utilise technological systems (Marangunic and Granic, 2015; 
Mou et al., 2017).  
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Two main factors are highlighted by TAM that are likely to affect teachers’ decision-making 
regarding the use of portable educational systems: perceived ease of use (PEU), and perceived 
usefulness (PU) (Yu Zhonggen and Yu Xiaozhi, 2019). With the use of these model parameters 
it has been demonstrated that PU and PEU have encouraged students’ resolution to engage 
with e-learning software (Salloum, 2018).  
Educational video games (EVGs) are recognised as a technological development for teaching 
purposes. Thus, it is appropriate to use TAM to investigate pedagogues’ willingness to engage 
with this modality (Sánchez-Mena et al., 2017). A meta-analysis published by Sumake et al. 
(2011) highlights that TAM was the favoured framework for the study of e-learning 
acceptance. The concepts of PU and PEU alluded to above have contributed to TAM’s 
popularity for the elucidation of the rapport between individuals and ICT systems (Durodolu, 
2016).  
Since then, such a model has been used by researchers worldwide to understand the 
acceptance of different types of information systems. It is based mainly on the tenets first 
outlined by Fishbein and Ajzen (1975). It highlights the fact that the ways in which an 
individual views technology influence their computer usage behaviour (Davis, 1989). It has 
thus been used extensively for predicting human behaviour in IT research (Davis et al., 1989). 
The basis of its development was the Theory of Reasoned Action (TRA) (Ajzen and Fishbein, 
1980; Fishbein and Ajzen, 1975; Priyanka and Kumar, 2013). As with TRA, TAM indicates that 
attitudes drive intentions, while intentions predict usage (Davis et al., 1989). As one of the 
first models to acknowledge that psychological factors inform the acceptance of technology, 
TAM is viewed as a well-validated and theoretically sound framework for illuminating user 
behaviours with respect to various computing technologies, as well as offering analysis 
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relative to diverse populations. The key parts of TAM include a framework that outlines the 
causal relationships between perceived ease of use (PEOU), perceived usefulness (PU), 
attitudes towards computer use, and behavioural intention (BI) to use technology. Davis 
(1989) indicates that PEOU and PU are crucial predictors of a user’s technology adoption and 
use behaviours.  
Timothy (2009) and Knight (2012) conducted studies into teachers’ perceptions, finding these 
critical to technology integration research. Davis (1989) further states that TAM was 
developed based on the core notion of technology offering a beneficial and effortless mode 
of work for the individual.  
Ducey (2013) summarises TAM as a parsimonious theory of technology adoption in an 
establishment which intends that individual responses toward a technology can trigger 
intentions or curiosity to use the technology, which in due course can influence actual usage. 
The technology acceptance model (TAM) comprises a theory which both explores how users 
perceive the ease of use or value of new technology and indicates the manner in which tasks 
are allocated to individuals within organisations to achieve collective goals (Gao, 2019). As 
Nagy (2018) observes, this perceived ease of use has a significant influence on the extent to 
which any technology is deemed to be relevant or efficacious.  
Owing to the effective universal adoption of TAM as a research tool, this framework was 
selected as the model of choice for use in this study as it seems more appropriate for the 
study purposes. 
3.6.1.1 Theory of Reasoned Action (TRA)  
As set out by Ajzen and Fishbein (1980), in TRA, the emphasis is principally on the performance 
of the individual regarding a particular behaviour, which is identified largely based on 
behavioural intentions. This foregrounds the individual’s attitude and subjective norms 
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regarding particular behaviours. In this context, attitude refers to the mannerisms an 
individual exhibits when exposed to a particular behaviour, as performed with little concern 
for overall performance. Although TRA was first introduced as a social psychology theory, it 
has also been applied in the context of technology to explain how individuals adopt specific 
behaviours or technologies (Ajzen and Fishbein, 1980; Wallace and Sheetz, 2014). Figure 3.1 
models TRA (Fishbein and Ajzen, 1975).  
 
Figure 3.1 The Theory of Reasoned Action model (Davis, Bagozzi, and Warshaw, 1989) Further, 
Venkatesh and Davis (2000) state that the subjective norm relates to others’ opinions and 
includes the perceptions of individuals regarding whether they should engage in particular 
behaviours. Thus, when people perceive technology as being favourably conceptualised, they 
tend to seek to obtain access to it and to use it (Ajzen and Fishbein, 1980; Wallace and Sheetz, 
2014).  
3.6.1.2 Technology Acceptance Model (TAM)  
Davis introduced TAM in 1986 as part of his doctorate proposal. TAM is adapted from TRA, 
and was designed to model users’ acceptance of information systems (IS) or technologies. 
Davis et al. (1989) were inspired by applications of TRA that had highlighted technology when 
creating TAM, developing their theory to explain how technology is used dependent on 
external factors, attitudes, intentions, and beliefs.  
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Davis et al. (1989) intended to present typical determinants of computer acceptance to 
explain why the behaviours of users varied relative to the adoption of end-user computing 
technologies and user populations. Two notable beliefs were included in basic TAM for 
testing: Perceived usefulness, PU, and Perceived ease of use, PEOU. PU is the subjective belief 
held by the potential user that the utilisation of a certain system will enhance their actions, 
while PEOU concerns the extent of a potential user’s expectation that using the target system 
will be effortless (Davis et al., 1989).  
While TRA can be applied to technology and constitutes the basis of TAM, the two theories 
have certain vital differences. Although both TRA and TAM examine belief as a factor crucial 
to determining attitude, the theories have different determinants. TRA states that only 
external stimuli have an indirect impact on attitudes, being responsible for changing the 
individual’s belief structure (Davis et al., 1989). This also creates a framework to support the 
assessment of an individual’s response to specific situations. However, TAM helps to generate 
probable explanations for an individual’s decision-making (Davis et al., 1989; Hu, Clark, and 
Ma, 2003). Hence, while TRA includes behavioural assessment as well as evaluating intention 
and serving as a predictor, TAM concentrates on user intentions and adaptive behaviour. 
Moreover, while TRA includes PEOU as well as usefulness within the behavioural intention 
category, TAM considers these to be distinct concepts.  
Although, as stated by Juhary (2014), this distinction supports further refinement, original 
TAM offers only limited usability, as it is unable to provide an explanation for user acceptance 
behaviour based on data on PU and PEOU. Hence, TAM has been altered and broadened so 
that more variables and subjective norms can be included (Venkatesh, Brown and Bala, 2013; 
Venkatesh and Davis, 2000; Wolk, 2009). TAM was reformulated by Venkatesh and Davis to 
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clarify how an individual may use IT, particularly in terms of chief determinants of usefulness 
and PEOU. This led to the creation of models such as TAM2 (Venkatesh, and Davis, 2000) and 
TAM3 (Venkatesh, Brown and Bala, 2013), as well as to examinations of the use of technology 
and the unified theory of acceptance (Venkatesh, Morris, Davis, and Davis, 2003).  
These altered versions provide practitioners with guidance, suggesting practical interventions 
and system characteristics, individual differences, facilitating conditions, and social influences 
that may serve as determinants of PEOU and PU. Experiences from the TAM3 research model 
moderate PEOU to PU, PEOU to behavioural intention, and computer anxiety to PEOU.  
Figure 3.2 illustrates Venkatesh and Davis’ (1996) final version of TAM, after it emerged that 
PEOU as well as PU directly impacted behaviour intention, removing the requirement for the 
attitude construct.  
  
Figure 3.2 Original Technology Acceptance model (Davis, 1989)  
Figure 3.2 above illustrates the two important constructs of TAM, i.e. Perceived usefulness 
(PU) and Perceived Ease of Use (PEOU). TAM illustrates the impact of external variables on 
people's beliefs, attitudes, and intentions through the succinct method it provides. External 
variables refer to the qualities that are outside an individual, for example, training, computer 
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experience, quality of systems, etc. The external factors fundamentally lead to attitudes 
towards the use of a particular technology and the ultimate usage of the technology 
(Durodolu, 2016).  
Thus, TAM is the model chosen to be adopted in the present study because it takes into 
account participant academics' PU of technology and PEOU that affect not only their 
acceptance of technology but also their technology integration in their teaching practices 
inside classrooms.  
3.6.1.2.1 Construction of the Technology Acceptance Model (TAM)  
TAM has four important constructs: perceived usefulness, ease of use, actual use, and intent 
to use. There are thus numerous factors thought to impact intention to use and actual use of 
technology by lecturers in the classroom (Beauvaisa et al., 2014; Howley et al., 2011; Inan and 
Lowther, 2010; Abbad, Morris, and De Nahlik, 2009; Tarhini, 2013).  
Unlike TRA, there is no explicit mention of subjective norms as informing intentions in TAM. 
They may be included in TAM’s suggested external variables, however, which can impact both 
PU and PEOU. These external variables broadly include factors such as user support, training, 
and documentation (Davis et al., 1989).  
Significant empirical support has emerged from the attention paid by IT researchers to TAM 
in the context of various technologies and settings. Testing of the model has been related to 
various technologies, including smart card payment systems (Plouffe, Vandenbosch, and 
Hulland, 2001) and cell phone adoption (Kwon and Chidambaram, 2000), and according to 
most reported results, TAM has stable explanatory power and can be applied in various 
environments.  
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Perceived ease of use (PEOU)  
Perceived ease of use is best defined as the extent to which an individual considers that 
making use of a specific system would be effortless and hassle-free. That is, ease of use means 
freedom from complexity and trouble. Thus, an application that is perceived to be easier to 
use is generally accepted and utilised by more people (Davis, 1989). There are certain factors 
that may influence the ease of use of modern resources such as characteristics of information 
resources, the job experience, technical equipment, and support, etc. (Nanthida, 2011). User 
acceptance measures are based on the reliability and validity of PEOU data (Ahmad and 
Nasser, 2015; Naeini and Krishnam, 2012; Moses, Wong, Baker, and Mahmud, 2013; Al-
Jumeily, Hussain, and Crate, 2014). Further, the extent to which technology is used for 
instruction is highly dependent on the teacher’s acceptance (Timothy, 2009), which in turn is 
impacted significantly by PEOU.  
Perceived usefulness (PU)  
There is no doubt that access to information offers the individual the possibility to improve 
their human competence. However, an individual's reluctance or unwillingness to accept and 
use available strategies and techniques can sometimes hinder their capacity to access 
authentic information (Lombardi, 2007). PU refers to acknowledgement that a new 
technology can help improve overall performance (Davis, 1993), which has a direct impact on 
an individual’s intention to use technology (Rouibah, Abbas, and Rouibah, 2011; AlJumeily, 
Hussain, and Crate 2014). Several studies have confirmed that PU is a TAM construct, implied 
when establishing actual technology use and user acceptance (Rouibah, Abbas, and Rouibah, 
2011; Al-Jumeily, Hussain, and Crate 2014; Amin, Rezaei, and Abolghasemi, 2014; Holden and 
Rada, 2008; Moses et al., 2013).  
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Intent to use  
Behavioural intention to use and apply new skills indicates an individual's conscious 
willingness to be prepared to execute or not execute a particular action (Walker and Pearson, 
2012). Hence, an academic's behavioural intention to use a technology or embrace a skill that 
leads to the actual usage of the skill and expertise is important (Ajzen and Fishbein, 2005). In 
addition, the findings of several studies have shown that previously examined variables such 
as PU and PEOU can have a great impact on teachers’ or academics’ intent to use technology 
(Kanchanatanee, Suwanno, and Jarenvongrayab, 2014; Martin, 2012). Specifically, studies 
have shown that when teachers view technology as easy to use and useful, this directly 
increases their intent to use, thereby impacting on actual use (Davis, 1989; Davis et al., 1989; 
Lin, 2006; Park and del Pobil, 2013; Yucel and Gulbahar, 2013).  
Actual use  
Studies have shown an indirect correlation between usefulness, ease of use, and actual use, 
and a direct relationship between actual use and intent to use (Park, Rhoads, Hou, and Lee, 
2014).  
Validity and reliability of measures of the Technology Acceptance Model.  
Since its initial development, various studies have assessed TAM’s reliability and validity (Ma 
and Liu, 2004; Mahmood, Hall, and Swanberg, 2009; Moon and Kim, 2001; Park and del Pobil, 
2013; Roca and Gagné, 2008; Tai and Ting, 2011; Wang, Lin, and Luarn, 2006; Sim et al., 2014).  
Moreover, other studies have also examined Hofstede’s four cultural dimensions in terms of 
their moderating effect at the individual level, as well as further individual differences such as 
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gender, experience, education level, and age, to determine the major factors that impact 
behavioural intention with regard to e-learning (Tarhini, 2013).  
3.6.1.3 Hofstede’s cultural model  
Hofstede’s Cultural Dimensions Theory, developed by Geert Hofstede in 1980, is a framework 
to understand the differences in culture across countries and to discern the ways that business 
is done across different cultures. In other words, the framework is used to distinguish 
between different national cultures, the dimensions of culture, and their impact on a business 
setting (Corporate Finance Institute, 2015).  
The main rationale for using this model in the present study is cultural differences and how 
they can act as a barrier to accept new technologies and to communication. They could affect 
an individual's ability to accept changes, build connections, and motivate other people. Using 
a model like Hofstede’s cultural model, one can begin to understand how these individual 
differences might affect people’s perceptions and use of technology as an example. Besides, 
cultural dimensions can have an impact on the construction of educational situations, 
acceptance of new ways of teaching and learning processes, the content and presentation 
style of teaching, and the interaction between lecturer and learner (Kamentz and Mandl, 
2005). Therefore, Hofstede’s cultural model is seen as a suitable fit model that suits this 
research focus to explore how cultural dimensions and geographical backgrounds might 
impact participant academics' technology integration in education in Saudi Arabia. 
Henceforth, the study will use these cultural dimensions as follows:  
Hofstede’s findings revealed several systematic variations concerning the answers given to 
particular groups of questions in various parts of the world. A follow-up study emphasised 
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patterns to the questions that displayed variations among countries. This led to Hofstede 
determining national cultural differences as being classified according to four dimensions:  
• Power distance  
The first dimension concerns individual expectations of the power differences between 
various people, reflecting people’s attitudes towards power and authority.  
• Individualism-collectivism  
The second dimension relates to the extent to which individuals merge into groups. It defines 
individualism as a concept that causes individuals to take care of themselves and their 
immediate families, and collectivism as a concept whereby individuals view themselves as 
part of a wider group that demands loyalty. This discrepancy produces differing attitudes 
towards group membership.  
• Masculinity-femininity  
The third dimension concerns the extent to which there is differentiation between  
traditional gender roles. Masculinity is typically associated with the upholding of a society’s 
dominant values, including material matters such as money and success, whereas femininity 
reflects situations in which relationships, quality of life, and consciously caring for the weak 
are prioritised.  
• Uncertainty avoidance  
The fourth dimension relates to the extent to which there is tolerance for uncertainty and 
ambiguity.  
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Hofstede’s later studies further identified long-term vs. short-term orientation as a fifth 
possible dimension, determined based on collaborative research with Michael Bond 
(Hofstede and Bond, 1988). This dimension’s respective poles represent a contrast between 
a future orientation and a present and past orientation; however, the current study does not 
investigate this dimension.  
Hofstede’s work is widely cited; he is counted in the Social Science Citation Index as being 
among the 100 most cited authors (Hofstede and Hofstede, 2005), yet although his work has 
had a significant impact on various disciplines, there have also been substantial criticisms of 
it. Some researchers have raised fundamental questions regarding whether culture can be 
considered as a construct to be dimensionalised and measured empirically in this way. 
Moreover, criticisms arising from the positivist tradition have queried the methodology used 
by Hofstede to collect data, as well as the statistical properties of his measurement scales. 
Schwartz (1999), for example, states that the survey method cannot be regarded as a suitable 
tool for collecting data to measure cultural differences,  
particularly as such variables are culturally sensitive and subjective. As time has passed since 
Hofstede’s initial study (done between 1968 and 1972), researchers have also questioned the 
model’s validity for evaluating present-day technologies (Eckhardt and Houston, 2002). 
Hofstede has, nevertheless, robustly defended his work against such arguments (Hofstede, 
2002).  
Regardless of criticisms of Hofstede’s model, his research is regarded as key work by many 
scholars and social science researchers (Rose and Straub, 1998; Søndergaard, 1994; Nakata, 
2009). In excess of 9,000 articles cited the model in peer-reviewed journals during the period 
1981 to 2011, reinforcing the importance of this work. Hofstede’s research framework has 
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thus been developed as a coherent theory based on systematic data collection with support 
from numerous empirical studies (Søndergaard, 1994). Hofstede (2002) himself notes in his 
book, Culture’s Consequences: Comparing Values, Behaviours, Institutions, and Organisations 
Across Nations that the majority of research validating his framework has affirmed the 
reliability and validity of the variables he selected.  
Although Ford and Chan (2003) have encountered several examples of Hofstede’s framework 
being used in IS literature, there has been little development work in this area of theory. They 
thus make several recommendations for a theoretical basis from which to integrate culture 
and IS. They also propose that, if researchers choose to include Hofstede’s dimensions in a 
study, they must develop the theoretical basis upon which to do so, further recommending 
ways in which Hofstede’s dimensions might be included in the research design. One such 
recommendation is to give the dimensions a hypothetical moderating role, especially on 
existing theories applied within IS such as TAM (Davis, 1989). The present study applies many 
of these suggestions.  
3.6.1.3.1 Cultural dimensions  
Although it is widely believed that cultural factors are crucial in theory, only a few published 
studies have focused on the impact of national cultural aspects with regard to online teaching 
and learning (Elenurm, 2008; Teng and et al., 2015; Hannon and D'Netto, 2007; Sánchez-
Franco et al., 2009, and Tarhini, 2013).  
McCoy et al.’s (2007) argument contends that, in the past 30 years, shifts are likely to have 
taken place, and that assumptions founded on Hofstede’s work could thus be considered less 
valid. Their study asserts the importance of directly assessing participants’ cultural values as 
part of each new research study. This can create difficulties when obtaining samples in which 
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cultural variables are both isolated and of interest. A further problem is that individuals from 
the same country will still have differences concerning cultural dimensions. Although national 
culture is a macro-level phenomenon, most end-users  
believe that technology acceptance is a phenomenon that takes place at the individual level. 
It is thus not possible to predict or measure individual behaviour using national measurement 
scores, as cultural characteristics concerning individuals in the same country cannot be 
generalised, particularly when assessing actual behaviour regarding adopting and accepting 
technology (Ford and Chan, 2003; McCoy et al., 2007). Hofstede (1980) himself stated that 
country-level analysis could not predict individual behaviour. Thus, including national cultural 
constructs in individual-level models such as TAM, can be problematic (McCoy et al., 2007). 
Here, the measurement of the four cultural dimensions was done at the individual level to 
eliminate the research model’s conceptual limitations at the microanalysis level, as well as to 
avoid cultural typology becoming over-generalised.  
According to McCoy et al. (2007), the individual-level versions of Hofstede’s instrument 
(including that created by Dorfman and Howell (1988)) must be implemented alongside 
appropriate research models. This approach has been applied by Srite and Karahanna (2006) 
in two studies concerning general acceptance of computing technology, with the first focusing 
on PCs, and the second on PDAs. They note that the impact of culture on individuals is based 
on the extent to which an individual intends to become involved in, and engage with, their 
own culture’s values. Hence, scales developed from Hofstede (1980) and Dorfman and Howell 
(1988) can be used to assess cultural values at the individual level. They also suggest that such 
scales have sufficient psychometric properties to be successfully merged with a TAM-derived 
model. The current study follows this approach by assessing culture at the individual level, 
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meaningfully examining culture’s moderating impact on the TAM model. Tarhini (2013), 
directly assessing cultural values using contemporary Lebanese and British samples, further 
supports the shifts in cultural values that McCoy et al. (2007) have noted over the last 30 years 
as being applicable to his sample group.  
3.7  Related literature  
TAM’s explanatory power remains questionable, because it does not consider the impact of 
social, cultural, and individual factors on the acceptance of technology (Gefen and Straub, 
1997; Bagozzi, 2007). In addition, many studies have largely focused on developed countries, 
particularly North America (Teo, 2008). The Internet, as a global tool, underlines the 
importance of particular applications’ efficiency being evaluated locally, as users now tend to 
work in both local and national contexts (Li and Kirkup, 2007).  
There is significantly less focus on studies in developing countries, such as Saudi Arabia, 
particularly in terms of the acceptance of educational technology applications designed to 
teach the English language. These countries tend to follow traditional styles of pedagogy in 
education, as they have neither sufficient financial resources or appropriately trained staff to 
facilitate change (Nasser, 2000; UNDP, 2002; Baroud and Abouchedid, 2010). It is thus 
necessary to understand which factors assist in the promotion of learning technology. Due to 
the nature of its focus on non-Western countries, there has been some criticism of TAM for 
perceived cultural bias (McCoy et al., 2007). The Arab world, however, supports TAM adoption 
(Rose and Straub, 1998), and such models of e-learning acceptance have been encouraged in 
Jordan (Abbad et al., 2009). In terms of learning technology, however, as Abbad et al. (2009) 
fail to define their sample with regard to target cultural characteristics, certain questions still 
remain.  
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Sánchez-Franco et al. (2009) note that specific cultural differences can influence the strength 
of some relationships in TAM and may explain certain contradictory results in the literature. 
Various studies have examined this, evaluating the impact of those cultural variables that 
function as moderating influences within TAM. Some studies have concluded that the 
dimensions in Hofstede’s cultural model (power distance; collectivist-individual; masculinity-
femininity; uncertainty avoidance) can explain some variations between respondents' 
responses.  
Despite evidence that these cultural differences explain some variations in TAM results, this 
work is limited in application, as it uses nationality as a surrogate for culture, resulting in the 
confounding of certain cultural variables. Hofstede’s measurements were created for use at 
the macro (country) level, and thus impose limitations on studies with methodologies that 
include direct cultural measures. Srite and Karahanna’s (2006) study, however, overcomes 
this issue by using measures for Hofstede’s cultural dimensions linked to the individual level. 
Overall, the study of e-learning does not focus overly on the impact of cultural variables as 
potential moderators, with studies explicitly measuring culture at the individual level being 
particularly scarce. Tarhini (2013) extends the TAM so that it involves an evaluation of 
individual-level cultural variables as moderators; however, criticism has been made of TAM in 
certain contexts as lacking explanatory power (Sánchez-Franco et al., 2009).  
Although TAM typically possesses acceptable explanatory power, it can be further enhanced 
by the inclusion of moderators (Sun and Zhang, 2006). For example, when gender and 
experience were included in TAM2, its explanatory power rose from 35% to 53% (Venkatesh 
et al., 2003). Hence, several researchers have suggested the necessity of including a set of 
moderators that nevertheless remain largely untested, including experience (Venkatesh and 
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Bala, 2008), age (Venkatesh et al., 2003), and cultural background (Qingfei et al., 2009). It is 
therefore expected that after including moderating variables in TAM, such as individual 
differences and culture, the model’s predictive validity will increase, providing a clearer 
explanation of previous studies’ inconsistencies (Venkatesh et al., 2003; Johns et al., 2003; 
Sørnes et al., 2004). Using measures for Hofstede’s cultural dimensions linked to the individual 
level can overcome this issue. E-learning studies do not overly focus on the impact of cultural 
variables as potential moderators, studies that explicitly focus on measuring culture at the 
individual level being particularly scarce (Srite and Karahanna, 2006).  
Although including cultural moderators can assist in resolving TAM’s limitations, a 
complementary approach that involves including additional predictor variables in the model 
can be adopted; these can feature social, individual, cultural, and organisational factors. 
Tarhini (2013) and Alfarani (2016) include social norms, facilitating technology, self-efficacy, 
and quality of working life to evaluate whether TAM’s explanatory power improves after the 
introduction of these additional predictor variables. Previous studies have also assessed social 
norms in this context, determining them to be important for acceptance (Venkatesh et al., 
2003). Srite and Karahanna (2006) also discover that the effect of social norms is dependent 
on cultural differences, and this provides a crucial rationale for including this variable. The 
addition of quality of working life has also been suggested as a useful and culturally sensitive 
additional variable for TAM by Srite and Karahanna (2006) and Zakour (2004).  
This clarifies why the current study aims to address numerous gaps. Research on the impacts 
of individual, organisational, cultural, and social factors on the ways in which learning 
technologies are accepted, adopted, and managed is currently very limited. Further, despite 
multiple studies having focused on cultural values at the national level, few have addressed 
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individual-level cultural values. Individual-level culture values are important, however, and 
while national culture operates at a macro level, technology acceptance and adoption by end-
users takes place at the micro level (Srite and Karahanna, 2006). Significantly, as few mixed-
methods studies have considered individual acceptance of learning technologies in the 
context of Saudi Arabia and Gulf countries, this study seeks to fill several gaps.  
To date, multiple TAM studies have focused on Western or developed countries, with only 
limited research taking place in non-Western and developing countries (Teo, 2008). Teo 
(2008) thus highlights the necessity of TAM being tested across various cultures, as it has been 
argued that when TAM was developed by Davis in 1989, he failed to address the issue of 
generating unbiased reliability in cross-cultural settings. An additional issue is that TAM has 
limited applicability in educational settings, as the majority of such research has been 
conducted in non-educational contexts. For example, although Abbad et al. (2009) utilised an 
extended TAM in Jordan to assess e-learning, their study was not intended to characterise the 
Jordanian sample, as per Hofstede’s cultural model.  
 
3.7.1  Studies examining the effect of demographic factors on technology 
acceptance and use  
Studies have been conducted using the TAM model to assess the technology acceptance levels 
of participants of different kinds and levels. Al-Jumeily, Hussain, and Crate (2014) for example, 
compared the acceptance, effectiveness and influence of the cultural, social, economic, and 
political influences on e-learning technology use among UK and Omani students. The findings 
reveal that Omani participants faced linguistic challenges. Awareness and capabilities had an 
impact on their adoption of e-learning because these issues interfered with levels of 
engagement with education-related web pages. The participant English students, on the other 
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hand, did not face similar difficulties because the related web pages were in English, their 
mother tongue. The findings also demonstrate that the effect of power distance and 
uncertainty avoidance on the English participants was less than their effect on their Omani 
peers. In light of such results, the study recommended the importance of training students in 
computer literacy skills, particularly in the management of online search capabilities, as well 
as handling various digital capabilities. Leong et al. (2018), using an extended version of TAM, 
looked for the determinants of Malaysian students’ behavioural intention (BI) around the use 
of mobile social network sites for pedagogical purposes. The findings reveal that the perceived 
task-technology fit as the main predictor of users’ intention and perceived usefulness. The 
study also found that the effect of experience on the intention to adopt mobile social network 
sites (SNSs) for learning purposes is not positive. In addition, the main aim of Chung et al. 
(2010) was to identify the effect of age differences in the perceptions of online communities. 
TAM was used to help define the factors impacting the future aim of participants in online 
communities. The findings showed that perceived usefulness (PU) had a positive effect on 
participants’ behavioural intention (BI). No statistical differences between age and Internet 
self-efficacy were found. Moreover, Teeroovengadum, Heeraman, and Jugurnath (2017) tried 
to identify the determinants of ICT adoption by teachers in Mauritius. The findings show that 
differences in demographic data, such as level of attained qualifications, had an effect on ICT 
use. But when considering the integration of PU and PEOU in TAM, such a result can be 
regarded as insignificant. Furthermore the main aim of Ismail et al. (2013) is to identify the 
level of technology acceptance among teachers from the components of awareness and 
motivation, training and courses, training design, and support and facilities. It also aims to 
check whether teachers were prepared enough to employ and adopt mobile phone 
technology for pedagogical purposes once adopted by schools. The results show that 
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participant teachers’ levels of technology acceptance were high. No statistically significant 
associations between educational attainment and teachers' readiness for and perceptions on 
the role of mobile learning (m-learning) in supporting the teaching/learning process at schools 
were noticed.  
In brief, it is important to adapt teaching practices to ensure that students are taught 
effectively (Young, 2016; Huang et al. 2014; Matulich et al. 2008). Teachers who desire to 
manage the expectations of their students should seek to understand and use technology as 
part of modern classroom instruction (Avils and Eastman, 2012). Moreover, effective 
professional development is recommended, to enhance PEOU, PU, and intent to use, as well 
as actual classroom use.  
3.7.2 Studies examining the effect of gender and age on technology 
acceptance and use  
Studies have aimed to assess the role of gender in teachers and academics' levels of 
technology acceptance and agreement to use in their classrooms and lecture halls. Melendez, 
Obra, and Moreno (2013), for example, study the effect of gender on secondary students' 
technology acceptance and use. The results reveal no differences between participants' PU 
and PEOU. Gender differences are not found as a moderator of students' attitude towards 
technology and intention to use it. These findings are to some extent corroborated by the 
work of Wong, Teo, and Russo (2013), who aim to address the role of gender and computer 
teaching efficacy, as external variables, in participants' acceptance of technology. Despite the 
fact that gender does not have an effect all the time, the study indicates that teachers have 
high levels of intention to use technology if they exhibit a high level of PU, PEOU and attitude 
towards using (ATT), and vice versa. Hu, Al Qahtani, and Hu (2008), on the other hand, 
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investigate the role of gender as a determinant of Arab participants' acceptance of technology 
and conclude different results. The participants consist of 1,088 Arabian workers sampled 
from 56 firms. The findings indicate that male workers in the Arabian region count technology 
usefulness as more vital than females do when considering their attitudes towards 
technology. Moreover, Niehaves and Plattfaut's (2014) study investigates the impact of 
participants’ age on their behavioural intention to use technology. The study examines adult 
participants over 65 years of age, and the findings clarify that age does not influence BI. 
Hutchison et al. (2012) examine the effect of teachers’ professional development on their 
understanding of technology integration and instruction and conclude that participant 
teachers' perceptions about utilisation of technology might be affected by factors such as 
allowing teachers sufficient time to examine and prepare technology-based literacy lessons; 
greater access to suitable equipment; knowledge of resource backgrounds, presenters, and 
higher-level thinking; and ongoing follow-up from support personnel. With regard to factors 
that might hinder teachers’ and students’ integration of technology in their teaching and 
learning processes, Wang et al. (2014) found that factors such as limited technology access; 
limited technology knowledge and skills; limited integration skills; limited support and 
resources from school policies; and time constraints can work as main technology integration 
obstacles. Besides this, most teachers believe that the term "technology integration" often 
refers only to word processing, Internet-based research, and presentation tools.  
3.8  Conclusion  
This chapter examined the existing literature pertaining to learning technology, cultural 
models, and technology acceptance, with these important factors forming the empirical 
evidence and theoretical background to the present study. The first section presented an 
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overview of learning technology usage in the selected environment, as well as noting the 
various advantages, disadvantages, and other factors impacting the acceptance of such 
technologies. A critical review of the most influential models utilised for studying human 
behaviour in this area was also conducted. The previous literature shows that, although good 
parsimony is present in some models such as TAM, they often fail in terms of delivering 
comprehensive examinations of several major factors simultaneously. It was observed that 
TAM has acceptable explanatory power, as well as good parsimony compared to other 
models; however, this is despite criticisms of its theoretical contributions, particularly 
regarding the question of whether it can effectively explain technology adoption and usage. 
Moreover, TAM’s existing parameters fail to examine essential factors and predictors that 
could impact on technology being adopted and accepted, including social, cultural, and 
individual factors. Considering these limitations, the present study extends TAM to include 
additional factors as a way to enhance its predictive power.  
This chapter also examined Hofstede’s cultural model, which is used extensively in the 
literature, with a particular focus on Hofstede’s cultural theory (1991). Despite most end-
users accepting that technology is an individual-level phenomenon, the majority of the 
literature on the effects of culture in technology acceptance research has focused on national 
(macro-level) or organisational levels. Therefore, to fill this gap in the literature, this study 
assesses cultural effects at the individual level, based on Saudi female lecturers’ acceptance 
of educational technology as means to improve language teaching. The following chapter thus 
evaluates the selection and application of methodology and methods to enable this.  
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 4.1   Introduction  
This chapter describes the methodology employed in the research. Key points of discussion 
include the research philosophy and paradigms influencing this research, which is 
constructivism, the research methods, the data collection approaches of focus group, 
reflective essay and survey, and the sample population. In addition, the rationales for the data 
analysis methods are also discussed and the pilot study procedures are presented in this 
chapter. This chapter concludes with explanations of the research ethics.  
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4.2  Objectives and research questions  
This research aims to investigate the attitudes and perceptions of female lecturers towards 
LCT in the context of teaching English language in Saudi Arabia. In addition, it seeks to identify 
the major determinants that influence their perspectives on this matter. For this  
sake, the following questions were formulated in chapter one:  
1. To what extent do female academics at KKU depend on LCT in their teaching  
processes?  
2. What are the main factors that influence the use of LCT by female academics at King  
Khalid University in Saudi Arabia?  
3. What are the main barriers that limit the use of LCT inside classrooms by female  
academics at King Khalid University?  
4. What might inspire female academics at King Khalid University to use LCT in the  
future?  
5. What are the personal variables that might influence the integration of LCT into  
teaching practices by female academics at King Khalid University?  
6. In what ways do cultural norms influence the use of LCT in teaching by female  
academics at King Khalid University, including possible differences between the 
perceptions of male and female academics regarding LCT?  
4.3  Research paradigm  
Epistemological considerations are central to research in the social sciences. Lee (2012) 
describes an epistemological theoretical framework as a “theory of knowledge”. The purpose 
of frameworks of this kind are to investigate issues associated with the ways in which 
knowledge can be acquired, as well as various subsidiary questions related to issues of 
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objectivity and subjectivity. As reported by Cohen et al. (2011), epistemological theoretical 
frameworks usually seek to identify valid ways to establish how different phenomena can be 
accounted for, and how the concept of truth should ideally be understood.  
In this context, a research methodology can be designed in such a way as to ensure that 
knowledge acquisition can take place. Naturally, methodological considerations must closely 
track the issue of how understanding of a research subject is best generated, thus ensuring 
that the methods used are used in alignment with the research questions. The key point to 
note regarding the research subject of the present study is related to the fact that it 
necessitated the interpretation of respondents’ subjective viewpoints.  
For this study, in the given research context, constructivism was determined the most 
appropriate philosophical paradigm to draw on, as it provides a way to understand how 
people construct meaning. Moreover, it has been widely used in studies on education-related 
matters (Jones and Brader-Araje, 2002; Matthews, 1998). The great pioneer of constructivism, 
or what is known as theory of meaning, refers to the ways in which people create meanings 
that they then associate with things, and consequently construct their own meanings via the 
connection between perceptions and actions (Piaget; cited in von Glaserfeld, 1990).  
 
4.4 Research philosophy: Constructivism  
Constructivism comprises a broad educational philosophy which incorporates a number of 
diverse pedagogical theories (Mattar, 2018). Hence, according to Mattar (2018), 
constructivism can be defined as a philosophy of education. According to Anderson and Don 
(2011; 2012), constructivism is the third generation of pedagogy, being a successor to both 
behaviourism/cognitivism and social constructivism. Each of these three tiers is closely allied 
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to different technologies, educational activities, and instructional paradigms (Mattar, 2018). 
Moreover, constructivism elucidates the psychological processes involved in the accumulation 
of learning. As stated by Sintawati (2019), educational technologies are created in order to 
support learning.  
Constructivism equates to the conscious creation of cognisance in accordance with the 
experiences of each learner (Elliott et al., 2000). This concurs with Arends’s (1998) contention 
that constructivism proposes that meaning is interpreted personally through learner 
perceptions which are informed by both past experiences and current events. Critically, 
constructivism focuses on the evolution of human learning and the generation of novel ideas 
by learners. Hence, the manner in which learners are able to manifest new knowledge from 
current learning is shaped by previous knowledge (Phillips, 1995).  
The principal way in which this theory has assisted my work has been the way in which it has 
allowed me to grasp the notion that all knowledge is, ultimately, personal. Each individual 
adopts a different stance on knowledge based upon their experiences and beliefs. Therefore, 
whilst different researchers might use comparable methods and produce analogous results, 
their conclusions might differ significantly due to their different previous experiences and 
attitudes.  
A core principle of the constructivist perspective is that knowledge is subjectively produced. 
A further central supposition held by constructivists is that web-based learning is desirable in 
the context of education (Simina and Hamel, 2005). This stems from the way in which the e-
learning context can serve as a viable way to facilitate social interaction and cooperation, 
thereby improving knowledge-generation.  
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As Radnor (2000) emphasises, understanding is established, and meanings constructed and 
interpreted, on the basis of the interactions between researchers and their respondents. In 
the context of the present study, within a gender-segregated environment, as a female, it was 
not problematic for me to access all-female campuses and to reach all participants of the 
female faculty members at King Khalid University in Saudi Arabia. Furthermore, my experience 
as an English language lecturer at KKU means that I had access to the same resources and 
experiences as the participants, thereby according me the status of insider researcher, as 
discussed in chapter one. As a consequence, the establishment of effective relationships with 
the respondents was relatively uncomplicated.  
Hence, a constructivist paradigm is adopted in the present study because its general focus is 
on the role of meaning in education. The focus of the present study will be guided by questions 
such as: (1) What do participant academics think? (2) How do they react? (3) What do they 
do? (4) Why do they do so? That is, the present study will be mainly interested in answering 
How and Why questions identifying how female academics in the English language faculty at 
King Khalid University in Saudi Arabia use or do not use LCT, how they construct their opinions 
regarding ICT, and how their culture affects their acceptance and use of LCT and why. 
Examining the research questions requires answers to be generated in response to these sub- 
questions, and thus it is appropriate to utilise constructivism as a research foundation.   
With regard to the research methodology being adopted in the present study, the exploratory 
approach was chosen because it is believed that it is more effective in facilitating exploration 
and delivering in-depth insights about the perceptions and attitudes of participants (Guba and 
Lincoln, 1994). Moreover, the exploratory approach enables the researcher to contextualise, 
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understand, and interpret the views of respondents in this study in a comprehensive manner 
in terms of their meanings (Ritchie and Lewis, 2003).  
Constructivism represents an appropriate model for online learning since it encompasses an 
appreciation of the manner in which individuals interpret social phenomena. Hence, the 
current research utilises the constructivist paradigm in preference to the adoption of 
behaviourism or cognitivism. Specifically, behaviourism stresses the importance of direct 
observation of behavioural change, thereby omitting the potential for changes to be manifest 
in the mind alone, unlike cognitive theory, which addresses the mechanisms of thought 
underlying any behaviour. In contrast, constructivist theory is predicated on live experiences 
and proposes a form of practice which is reflective and based on communication. Hence, this 
model is more appropriate for this study, not least in comparison to traditional learning 
models, since it stresses the creation of knowledge based on individual perceptions and 
experiences (Alebaikan, 2010). 
The basic tenet of the constructionist approach states that the manner in which we interpret 
and experience the world and the objects and events within it does not necessarily reflect the 
essence of the world. Rather, it is a result of how the world is interpreted or created by 
language. Current definitions of design owe their breadth to the contributions made by 
interpretivism and constructivism. This includes the research method known as thematic 
analysis, wherein the focus lies in the search for trends, as manifest in data derived from 
interviews and other data collection methods, in order to explain manifestations or meanings.  
The main reason for choosing this paradigm and that make it more suitable is that the present 
study aims to explore the attitudes of participant female faculty members in higher education 
institutions in Saudi Arabia through the observation and interpretation of their responses. 
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Constructivism and interpretation of participants views would help me to answer the research 
inquiries and draw a whole picture of the phenomenon being studied. In addition, text-based 
data is usually examined in an interpretive manner, as in this study. As detailed in Cohen et 
al. (2011), observation and interpretation of collected data is fundamental to interpretivist 
research projects.  
In short, the present study seeks to explore how the perceptions of female participant 
lecturers at King Khalid University in Saudi Arabia regarding LCT impact their teaching 
practices and attitudes towards integrating LCT in education in Saudi higher education 
institutions.  
The benefits of constructivism for researchers 
The current study employs thematic evaluation as a means of identifying data themes. It is a 
method amenable to multiple theoretical frameworks. In the current constructivist context, 
this approach can be used as the basis for the review. Overall, it is intended that the data 
contained within this study will speak for itself, since the themes will emerge from the data, 
rather than being predefined. In other words, the themes are data-driven and dependent upon 
the researcher’s own interpretations.  
Using constructivism as a theoretical framework has helped me to understand the perceptions 
and expectations of the participants regarding the use of LCT. It also helps to create 
connections with a broader understanding of learning development in Saudi higher education. 
As a result, I have established key, detailed themes based on the data collected from 
participants, including their understanding of learning technology and the benefits, challenges, 
and vision associated with the future of electronic learning. In recognition of my position as an 
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insider researcher and in accordance with reflexivity, as discussed earlier, my role as an insider 
researcher has evolved due to my sharing a similar background to the participants. This has 
helped me to understand the data and to be more aware of the most appropriate explanations 
of the data. Moreover, I have used these themes to render it possible to perform a detailed 
interpretation of the issues surrounding the opinions, perceptions, and attitudes of the 
lecturers.  
 
4.5  Research strategy: Case study  
Numerous methodologies offer viable approaches to social science research; however, in this 
case, I selected the case study method. Grounded theory was identified as inappropriate for 
the present study, as it is more well-suited to studies that seek to enhance the level of 
understanding generated from the systematised examination of information.  
The action research method was also not adopted because of the emphasis on action-
reflection relationships to generate objective facts for a certain population (Stringer, 2007). 
Besides this, ethnographic research was unsuitable, too, because it requires a lengthy period 
of time and the social structures that form the research subject are characterised by 
complexity, sophistication, and depth (Jeffrey and Troman, 2013). Furthermore, the present 
study is a mixed-methods approach, i.e. qualitative and quantitative. It is qualitative based on 
the inductive approach and quantitative to test theories, facilitate generalisations, and 
determine relationships between variables (Hoepfl, 1997). That is, the interpretation of the 
findings of the present study will be, as stated by Creswell (1998), multi-faceted yet rooted in 
personal perceptions, as the gathered data are obtained from the responses of faculty 
members which are seen as certain human population or social context. On the other hand, 
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the findings' interpretation will be quantitative to avoid the criticisms directed towards 
qualitative studies (Al-Dakheel, 2008; Al-Fahad, 2009; Al-Kahtani et al., 2006; El Zawaidy, 
2014; Alfarani, 2016).  
This study is conducted from the stance of an insider, which clearly has multiple advantages. 
It can bring a depth and breadth of comprehension to research which would ordinarily be 
beyond the powers of an outsider researcher. However, this approach also has clear inherent 
weaknesses. For example, it raises issues of bias, authenticity, and reflexivity, since it can be 
contended that the relationships between the researcher and the research subjects are 
defined by an unhealthy proximity (Kanuha, 2000).  
The term insider research denotes those studies which are conducted by scholars who possess 
membership of the groups they are studying (Kanuha, 2000). In other words, they share a 
common language, cultural background, and experience (Asselin, 2003). This group 
membership can bestow researchers with both legitimacy and stigma (Adler and Adler, 1987). 
Overall, insider status facilitates a swifter and more profound acceptance amongst research 
subjects. Typically, participants express themselves more openly to insider researchers, which 
permits the collection of more in-depth data. Yet the benefits of being an insider researcher 
rather than an outsider researcher must be balanced against the disadvantages accompanying 
this status.  
In addition, case studies aim to explore situations in detail by conducting thorough research 
into either a single case or a group of smaller cases. Data can be used in relation to the various 
elements of the question being asked, and interviews or informal observations can be used 
either together or independently (Thomas, 2013).  
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In the present study data were collected from three different sources to produce a clearer 
picture, using online and paper questionnaires, focus group discussions, and reflective 
journals to obtain a broad range of data in both spoken and written formats. The written stage 
was presented in two different ways, with the first requiring participants to answer questions 
or choose preferred answers in a questionnaire format, while the other involved the 
participants writing freely in journals in their own time, under conditions chosen by them. 
From these instruments, I acquired a significant amount of data, which, once triangulated, 
could deliver reliable and strong findings; this step was crucial to reinforcing confidence in my 
outcomes.  
Thomas (2013) highlights the significance of utilising different methods in case studies; in 
particular, by using multiple different approaches, a researcher is better able to establish a 
comprehensive overview of various areas of concern. According to Punch (2005), the 
theoretical underpinnings of the case study approach include the fact that a comprehensive 
examination of a geographically and temporally-restricted scenario, event, or entity can often 
yield beneficial findings for related work. Trochim et al.’s (2008) analysis further emphasises 
the highly specific nature of case studies, while Bassey (2002) clarifies that the main rationale 
for employing the case study approach is to conduct exploration into a specific problem. 
Creswell (1998) observes that such cases can include diverse scenarios, events, attitudes, 
activities, or programmes, while Stake (1995) underlines the importance of placing 
geographical and temporal limits on what is being examined. According to Yin (2003), case 
studies are inherently experimental, in that each differs from the others depending on the 
nature of the research problem and the context. Further, Yin (2003) emphasises that the 
delineation between phenomenon and context is not always clear, which also contributes to 
the experimental nature of case studies.  
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The case study selected for the present research addresses the perspectives and attitudes of 
female lecturers in one of Saudi's universities, i.e. King Khalid University in Saudi Arabia. It 
thus constitutes a situational case study, rather than an intervention or experiment regarding 
LCT. The use of a case study serves as a useful way to produce in-depth findings about a target 
population’s utilisation of LCT, and the purposes and questions examined are 
multidimensional, as the intention is to produce the deepest possible knowledge of the 
situation. In short, the case investigates the degree to which use of LCT as a learning tool is 
accepted within the female community at KKU, as well as outlining the benefits and challenges 
this presents.  
Addressing the issues of “why” and “how”, female respondents’ attitudes and viewpoints 
serve as the cardinal source of data. Upon analysis, this data should thus illuminate the 
research problem. As with all case studies, geographical and temporal restrictions mean that 
the research findings are not generalisable (Gall et al., 1996), and this issue is compounded by 
the lack of control factors (such as external factors relating to the target population and the 
sampling frame). Nevertheless, Yin (2003) suggests that a certain degree of generalisability 
can be afforded by case studies, where this is primarily theoretical rather than population-
based. Another fundamental challenge associated with the case study approach is that the 
effort required to summarise the wealth of data collected is significant, as a narrative 
interpretive process must be applied to the data collection process. Moreover, as noted in the 
previous section, here, a mixed-methods approach is adopted to deliver more comprehensive 
insight into the case and to moderate potential sources of bias (Creswell 2007); however, this 
increases the level of complication.  
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The rationale for selecting KKU in Saudi Arabia as a case study was because of a set of reasons, 
among which was that KKU is a prominent higher education institution in the southwest 
region of Saudi Arabia. Second, KKU has placed considerable emphasis on the adoption of 
advanced technologies to maximise educational outcomes. Third and foremost I, as the 
researcher of the present study, am a member of the academic staff of KKU, so convenience 
was a prominent factor determining this choice.  
  
4.6  Research methods  
The main objective of this research was to investigate the attitudes and perceptions of female 
lecturers in Saudi Arabia with regard to LCT. In addition, this study sought to identify the major 
determinants that inform their perspectives. To ensure the generation of comprehensive 
insight into these issues, a mixed-methods qualitative and quantitative approach was used 
and the findings produced by this investigation were examined comparatively against the 
existing literature. Furthermore, the literature related to this field was used extensively when 
considering the methodology of the present study. To identify the underlying reasons that 
inform female respondents’ acceptance or rejection of LCT, the interpretivist philosophical 
paradigm, which assumes the social construction of knowledge, was utilised. In contrast to 
the positivist philosophical paradigm, which seeks to address the “what” questions of 
phenomena, research based on interpretivism contends with the more subjective issues of 
“how” and “why”. The design of the research procedure was thus intended to illuminate each 
of these questions in detail.  
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4.6.1  Mixed-methods approach  
The defining feature of mixed-methods research is that it draws on a combination of 
qualitative (non-statistical) and quantitative (statistical) approaches to explore the issue being 
researched (Leech and Onwuegbuzie, 2009). One of the main reasons I chose to adopt a 
mixed-methods research design was because it safeguards against the inherent limitations 
associated with the use of just one approach or the other (Leech and Onwuegbuzie, 2009). A 
qualitative study, which is by definition in-depth, can be usefully supplemented with the 
broader and more generalisable conclusions derived from quantitative data in order to affirm 
its reliability and validity, as well as to counter the disadvantages of the technique; this also 
applies the other way around (Cohen et al., 2011; Leech and Onwuegbuzie, 2009).  
Developing opportunities for data triangulation and complementarity is another crucial 
aspect of mixed-methods research designs, and, to some extent, additional reliability is 
afforded by the combined strengths of qualitative and quantitative methods (Cohen et al., 
2011). In terms of complementarity, the ability for a researcher to co-reference findings 
derived by quantitative means with qualitative methods can also prove of value (Cohen et al., 
2011). A key characteristic of the mixed-methods approach is that both the qualitative and 
quantitative methods implemented should be given equal weighting, and data integration is 
emphasised. Thus, it is possible to enhance qualitative data collection instruments by 
referencing quantitative findings.  
The subjective nature of qualitative research puts it at a distinct disadvantage, contributing to 
a lack of reproducibility and generalisability (Denzin, 2012). Nevertheless, an equally 
prominent strength of the qualitative approach is the in-depth nature of the results it 
produces. Hence, reinforcing the weak points of the qualitative approach by drawing on 
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quantitative methods can accentuate its strengths, thereby producing more secure and 
valuable findings within a research domain. The key strengths of the quantitative approach 
considered useful in this respect are (i) efficiency; (ii) independence of data; and (iii) 
opportunities for validation and generalisation (Johnson and Onwuegbuzie, 2004). Thus, the 
two methods are largely perceived as compatible, when their respective limitations are 
accounted for.  
Mixed-methods research designs can be organised in a variety of ways, with the fundamental 
approaches taken being generally either sequential or concurrent. Overall, sequential 
strategies have a greater degree of utility when considered in relation to their concurrent 
counterparts, as they make it possible to supplement each phase of the research sequentially 
based on acquired data (Cohen et al., 2011). However, it is important to note that a sequential 
strategy can only be implemented in contexts where time allows.  
Another important consideration with the use of the mixed-methods approach relates to 
whether the research issue can be appropriately addressed using such means. When a simpler 
quantitative research design (or a qualitative one) will adequately and  
comprehensively address the researcher’s questions, it is clearly inefficient and unnecessary 
to adopt a mixed-methods approach. Multiple studies, such as El-Gayar and Moran (2006), 
MacCallum and Jeffrey (2013), Nassuora (2012), Thomas et al. (2013), and Venkatesh et al. 
(2003), emphasise that significant consideration must be directed towards the decision on 
whether a mixed-methods approach is suitable. Notably, these studies choose to focus on 
survey data collection regarding users’ decisions to adopt technology, yet some 
commentators have suggested that this limits the scope of their findings. Ultimately, as 
relatively few studies in this field have employed a mixed-methods approach, the present 
  118  
thesis, in addition to contributing to the extant literature in terms of content-related findings, 
illuminates the methodological utility of a mixed-methods research design in this context.  
In addition, Cohen et al. (2011) claim that, to achieve reliability, researchers can use both 
quantitative and qualitative methods to connect their findings; results can thus be established 
by applying both methods simultaneously (p.25). Overall, I mainly used a qualitative design in 
this research, with the quantitative section assisting with the design process and the 
interpretation of data analysis acquired from the qualitative sections; however, the 
qualitative work also allows better interpretation of the quantitative data.  
The research methods employed in this study are displayed in Figure 4.1, which shows the 
outline study design, data collection, analysis of the quantitative data, and the design of the 
qualitative instruments, which was informed by the results obtained from the quantitative 
data analysis, performed within the appropriate stages.  
 
Figure 4.1 Mixed-methods research approach  
Using the sequential mixed-methods approach enabled the utilisation of data triangulation 
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The quantitative and qualitative data collection methods used are discussed later in this 
chapter, while the analysis of the data is described in the next chapter, focusing on the 
elements with the greatest impact on the use of LCT from female lecturers’ perspectives. The 
qualitative analysis used in this research in particular supports interpretation of the data 
obtained from the quantitative component of the study. Figure 4.2 shows the main phases of 
this research.  
 
Figure 4.2 Research methodology  
4.6.2 Abductive approach  
Abduction is a creative approach to the generation of new ideas and observations which 
emerge in relation to unexpected data. Abductive research can benefit from the systematic 
use of revisiting, defamiliarisation, and alternate casing approaches.  
Critical theories founded on empirical evidence are critical to the evolution of methodology 
within the social sciences. Constructivism theory is frequently employed by social scientists to 
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therefore, make links between causative declarations in order to strengthen interpretation and 
anticipate future findings (Abend, 2008; Gross, 2009). Hence, theoretical development 
comprises an ongoing process wherein questions are continually answered and addressed, 
thereby building upon accepted ways of thinking (Ragin, 1992; Tavory and Timmermans, 2009; 
Winship, 2006). The meeting point occurs between evidence and the use of generalisations to 
explain scientific outcomes.  
It is the job of the social researcher to address the emergence of unintended data within the 
dialectic between data and theory. Since the 1960s, the use of data to devise theory has been 
favoured due to its empirical qualities as a guide for the generation of data-driven theories and 
hypotheses. Hence, this approach is now prevalent within data analysis.  
According to Saunders, Lewis, and Thornhill (2009), the abductive approach, or abductive 
reasoning, serves to address the disadvantages of both inductive and deductive approaches. 
Because the deductive and inductive approaches are both about rules and principles, neither 
of them are relevant to my thesis in their pure forms. This because I do not investigate rules 
and principles and try to ascertain or test them, as in the deductive approach; I am not looking 
at particular cases to see where I can formulate rules and principles, as is done in the inductive 
approach. Instead, I am looking at lived experiences of female academics and trying to find 
the best explanation for their perceptions of using learning technology and the effects of 
those perceptions on their practices.  
Abductive reasoning is considered a more pragmatic approach, designed principally to 
overcome the weaknesses of deductive and inductive reasoning; however, it shares 
similarities with both other forms, in that its application furthers logical inferences, allowing 
additional theories to be constructed.  
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Bryman and Bell (2011) suggest that research processes using the abductive approach 
generally begin by proffering puzzling or surprising facts, and then attempting to explain 
these; such puzzles cannot generally be explained by the application of current theories, and 
thus, having identified specific surprising or puzzling facts at the beginning of their research 
process, those researchers who utilise the abductive approach must consider a range of 
potential explanations as they seek to determine the “best” explanation using both numerical 
and cognitive reasoning. Dudovskiy (2018) argues, however, that while it is becoming 
increasingly popular to use abductive reasoning in the context of business studies, applying it 
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Figure 4.3 illustrates the key differences between abductive, deductive, and inductive 
reasoning.  
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While the abductive approach originated with Aristotle, it was the American philosopher 
Charles Sanders Peirce (1839-1914) who applied it most rigorously, developing it into an 
explicit inference theory. Pierce argued that the traditional induction and deduction methods 
when used for the purpose of inference were inadequate, and he suggested that augmenting 
these with a third, abductive, mode would improve the outcomes of investigations. Pierce 
also suggested that the abductive approach offered qualitative differences that distinguished 
it from other methods, and used the study of oral interactions to detail these differences, 
pointing out that oral interactions are frequently explained either by communication theory 
or explicit interaction theory. These two theories are foundational for analysing samples of 
conversation, and data derived from conversations can, in turn, be used to formulate new 
theoretical concepts and rules. The majority of linguistic pragmatic approaches use the 
deductive model, while ethnomethodological conversational analysis tends to use the 
inductive model. However, neither approach is appropriate for use by researchers seeking to 
draw conclusions from practical studies or lived experiences.  
Abduction is central to the philosophy of reasoning, inference, and the innovative formulation 
of theories based on significant facts (Ragin, 1992; Tavory and Timmermans, 2009; Winship, 
2006). It has recently been proposed that abduction is epistemologically proximate to the new 
generation of philosophy. Whilst this proposition is very much located in the context of 
abduction within developed theory (Locke, 2007), a number of grounded movement pioneers 
have also begun to adopt this position.  
Charmaz’s constructivist theory emphasises the essential reflexiveness of data analytics in 
respect to immersive and reiterative methodology. However, Charmaz also states that all 
essential theory commences from inductive data analysis yet extends beyond mere inference 
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to generate innovative interpretations of reality. In the current study, I take my imaginative 
speculations back to the field in order to confirm their validity, in accordance with abductive 
logic. Hence, abduction comprises a form of dynamic inference and duplication, using existing 
assumptions and appended detail. Thus, it is consistent with regular grounded theory because 
it moves fluidly between data and theory.  
In short, abductive reasoning relies on abductive inference or interpretation, the drawing of 
a logical conclusion from the observation of facts, focusing on the simplest and most likely 
explanation. Unlike deductive reasoning, the premise in abductive reasoning cannot 
guarantee any conclusions; however, both Campos (2011) and Walton (2001) suggest that 
abductive reasoning is best explained as a way of attempting to determine the best 
explanation or conclusion. Thus, the abductive approach seemed to be the most appropriate 
approach for this thesis. Abduction seems to be the best logic that I can use to interpret my 
analysis since it leads to the best explanation and interpretation of the data that I gathered 
within these circumstances. 
 
 4.6.3 Triangulation  
Triangulation as a technique is adopted within the social sciences to validate data using a 
process of cross-verification during research (Olsen, 2003c). Triangulation employs various 
methods, drawing on different perspectives within the social sciences. It is considered a 
reliable way of verifying results by using different methods and thus avoiding issues that might 
arise from the use of single methods (Thomas, 2013).  
Methodological triangulation can be defined as the use of several methods to obtain data 
(Denzin, 2012). My intention in adopting this approach was to reduce bias, in recognition of 
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my excessive personal involvement in this topic. In other words, I sought, as an insider 
researcher, to effectively detach myself from the data collection and analysis stages of the 
research, as mentioned earlier.  
Lichtman (2010) notes that multiple methods should generally be adopted by qualitative 
researchers, such as member-checking or/and triangulation, to minimise bias, however, and, 
according to multiple studies, triangulation is one of the most effective methods for producing 
reliable qualitative results (Silverman, 2001; Creswell, 1998; Cano, 2000). In this study, a 
number of methods were utilised to provide in-depth clarification of answers given; this form 
of triangulation enhanced the credibility of my study outcomes.  
The term triangulation refers to the employment of multiple data points or multiple 
approaches to data processing to improve the legitimacy of research reports. Triangulation, 
when used in navigated and survey contexts, aligns different viewpoints and contributes to 
more detailed interpretations. Researchers place different emphases on triangulation. Some 
researchers regard the establishment of facts as important, whilst others consider it to be 
possible to provide various perspectives in the course of improving the comprehension of a 
research topic. In the current study, triangulation is used in the analysis of data from 
interviews, focus groups, and written essays. and is particularly associated with qualitative 
research methods. Triangulation is sometime adopted in studies which combine quantitative 
and qualitative approaches, otherwise known as mixed methodology or multi-method analysis. 
Four forms of triangulation are defined by Norman Denzin (2012), the first of which is the use 
of multiple data points in an enquiry. Triangulation requires the use of multiple evaluators to 
observe or interpret individual reactions. The use of many analysts helps data accuracy to be 
checked and eliminates the inherent bias occurring when only one researcher or observer is 
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present. For example, a group of researchers who evaluate answers to open-ended survey 
questions may be preferable to a single investigator who can flavour the analyses of these 
results with personal biases. Secondly, a similar activity, known as member checks, includes 
sample subjects in the evaluation of transcripts, whereby researchers check the exactness of 
their replies and comment on the conclusions reached. Thirdly, several theoretical viewpoints 
are incorporated within the philosophy of triangulation in either analysis or data 
interpretation. The use of a multidisciplinary team is an approach that enables examination of 
the study topic from various analytical viewpoints. Fourth, the most widely used analytical 
triangulation technique requires the adoption of multiple approaches in the analysis of one 
single topic. In general, methodological triangulation can be used to determine the degree of 
compatibility between the knowledge gathered by various techniques in respect of qualitative 
methods and quantitative data. Qualitative and quantitative approaches can be used 
concurrently (for example, dissemination and case studies) or sequentially (for example, a pilot 
study acts as a basis for a subsequent randomised controlled trial). Triangulation 
methodologies can take the form of triangulation within methods. Triangulation between 
approaches has been criticised as a weaker technique, since it uses only one approach 
(qualitative or quantitative) and cannot counteract the weaknesses of the paradigm itself. The 
triangulation of intermodal approaches, on the other hand, requires the use of other data 
points, approaches, and researchers in order to minimise the prejudices found in any one 
methodology. 
Studies that employ triangulation typically yield one of three outcomes: convergence, 
inconsistency, or contradiction. The particular outcome of the study challenges the researcher 
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to unite theory, research, and practice in the construction of a comprehensive explanation of 
the results. 
4.6.3.1 Debates regarding the purposes and contributions of triangulation 
Researchers have disagreed as to the purpose and potential contributions of triangulation. 
These differences emerge from the paradigms underlying different investigative approaches 
to research. Researchers influenced by the positivist or postpositivist philosophies have viewed 
triangulation primarily as a means of overcoming the limitations inherent in using only one 
approach to research. They view the benefits of employing multiple data sources as a means 
of verifying the findings of different methods, asserting that if data from two or more sources 
converge on the same information, the likelihood of error is reduced. This viewpoint is akin to 
the traditional criteria of reliability and validity in quantitative approaches. If a researcher finds 
that data from multiple sources corroborate in support of the same conclusion, the researcher 
can be more confident regarding its validity. 
In contrast, researchers influenced by constructivist philosophy consider the benefits of 
triangulation to lie not in its potential to verify information, but in its capacity to provide 
multiple perspectives regarding the phenomenon of interest and to amplify the perspectives 
of participants who are ignored or overlooked by traditional scientific enquiry. To 
constructivists, triangulation offers the opportunity to deepen the understanding of research 
questions and explore multiple realities. Rather than viewing participant checking as validation 
or verification, for example, constructivists conceptualise it as obtaining additional data to 
expand the understanding of the research problem. To constructivists, triangulation is less 
concerned with attending to converging data than with attending to obtaining multiple 
perspectives. 
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An additional consideration in using triangulation involves the experience level of the primary 
investigator and the research team. Research involving triangulation can be complex. 
Therefore, it is essential that the researchers involved are experienced and knowledgeable 
regarding the strategies used and the data obtained. Novice researchers will struggle to 
interpret divergent results. Experienced qualitative researchers, regardless of their 
philosophical bent, generally agree that inconsistencies are common in studies using 
triangulation. Rather than unravelling the credibility of the findings, divergent results often 
direct the researcher to a deeper appreciation of the multidimensionality of the research 
question and indicate new avenues of enquiry. 
I conducted the current research using a variety of methods in order to ensure that the 
credibility of the research was maintained through the support offered by triangulation. The 
emphasis on reliability resulted in the application of multiple different, albeit corresponding, 
methods to deliver more dependable results (Eid, 2009; Teo and Tan, 2000; Tigre and Dedrick, 
2004).  
Denzin and Lincoln note that, “The use of multiple methods, or triangulation, reflects an 
attempt to secure an in-depth understanding of the phenomenon in question” (2005, p.5). 
Acquiring data by applying multiple methods ensures triangulation, as long as the methods 
used are supportive of one another. Therefore, I used multiple methods to gather data and 
identify where those data did and did not reinforce each other in order to increase 
understanding of the phenomenon being examined in this thesis.  
 
4.7  Population and sample  
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The target population for a particular research project refers to the group of objects or 
subjects for whom generalised findings are sought (Akour, 2009). With respect to the current 
research, the population to be accessed was, specifically, the all the female staff members 
(150) who were teaching English in the Department of English Language at King Khalid 
University in the academic year 2017/2018. As detailed by Cohen et al. (2011), no universal 
sample size can be determined for all research projects, primarily because the size of the 
sample required is wholly dependent on the type of study being conducted. In terms of how 
an appropriate sample size was identified for the present research, the information gathered 
from the questionnaire samples, collected relatively randomly by response rate, was useful 
for guiding data collection during the interview phase (Teddlie and Tashakkori, 2009). Each 
method complemented the others, promoting the use of an appropriate sample size for all 
phases of the research.  
The main purpose for not including male lecturers in face-to-face interviews in the present 
study is due to several restrictions (as discussed in the introduction) that forbade coeducation 
in Saudi Arabia. There is a strict separation between males and females at institutions of public 
and high education, despite their enrolment in the same universities (Alebaikan, 2010). 
Therefore, separate university campuses present several challenges to the data-gathering 
process. Another reason for limiting the sample of the study to females was the due to 
difficulties the researcher would have faced as a female in conducting face-to-face interviews 
with male academics without being accompanied by one of the researcher male relatives as 
a “Mahram”, which required a long time to arrange compared with the limited field work 
time.  
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4.8  Study sample  
The sample of the present study consisted of (127) academics who were randomly selected 
from the department of English Language and Translation at King Khalid University in Saudi 
Arabia. About half (53.50%) of them were males and just under half (46.50%) were females. 
Their ages ranged from 19 to over 60. About one-fifth (19.70%) of them were Master's degree 
holders and the other (75.60%) were PhD degree holders. In addition, their teaching 
experience extended from five to nine years. Data gathered from male academics were to be 
used as a comparison between the insights on females and their male colleagues. The study 
sample for each data collection method is introduced according to their personal variables in 
chapter five prior to each data analysis method.  
  
  
4.9  Study context  
The main survey was published online through the Qualtrics survey tool in April 2017 and 
extended to three months to collect as many responses as possible from participant females 
and males. Group interviews with 16 female participants in the Department of English 
Language and Translation at KKU were conducted in December 2017 and January 2018. That, 
unfortunately, was the time of the first semester final exams at all Saudi universities, which 
really represented a serious challenge for all as they had to move to other university campuses 
to carry out various tasks. In other words it was very difficult to arrange for the meetings so 
emails via their formal emails were sent to them a week in advance and an SMS message was 
also sent to each participant a day before the interview. This was challenging, as it added to 
the disruption caused by the fact that they typically travel to various campuses for work duties 
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as lecturers, making scheduling very demanding. I emailed them using their formal university 
emails a month prior to my field trip, then again a week in advance to arrange meetings, as 
well as using texts to send frequent reminders and emailing one day before each meeting. 
Despite all these arrangements, some participants were either absent or late, so I had to 
reschedule the meetings. Others were difficult to contact outside their office at university, 
with the result that they had to be requested to be interviewed for at least an hour. In spite 
of assuring that the interview information would be confidential and for the sake of pure 
research purposes, some of the faculty members mainly the Saudi ones, were reluctant and 
felt uncomfortable.  
  
4.10 Rationale for the data collection techniques  
 
A qualitative approach, based on the interpretivist philosophical paradigm, was utilised in this 
study to generate in-depth insight into the attitudes and perceptions of the female 
respondents. In many studies, focus groups are preferred over one-to-one interviews with 
individuals for such work, although limitations such as insufficient resources may remove the 
possibility of group interviews. For some topics, where group involvement is necessary, such 
as debates or activities where the aim is to note how participants interact with one another, 
individual accounts cannot suffice, however (Musab and Bach, 2014).  
Surveys are a very effective means of acquiring a large amount of information with relative 
ease over a limited period of time. A survey was thus used as a tool for collecting information 
related to participants’ use of LCT, their attitudes towards it, some concepts related to 
effective use, the challenges they face, their inspiration for the future, and some additional 
personal information. By asking lecturers to write reflective journals, I also aimed to acquire 
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in-depth knowledge regarding their feelings and attitudes towards LCT, in order to better 
determine their real-life practice. Each of the methods used, focus group discussion, survey 
and reflective journals, is outlined and justified in the following sections.  
4.10.1 Sociocultural context  
As Arabic is the national language in Saudi Arabia, the data collection instruments were 
translated into Arabic and then delivered to respondents along with the English versions for 
the sake of avoiding any potential misunderstanding while responding to the content of each 
instrument. Instruments were delivered at first to some participants in a pilot study that was 
conducted to ascertain full understanding of the content and to modify them, if needed, in 
order to check and improve the validity and reliability of each instrument. The results of this 
pilot study led to some amendments to the original plan and are detailed later in this chapter.  
4.10.2 Focus groups  
Focus groups are generally used with small groups of people; a moderator asks participants 
pre-prepared questions or uses a script to trigger conversations within such a group (Puchta 
and Potter, 2004). This method of acquiring information is usually deemed preferable when a 
collective set of experiences and attitudes is required to examine social issues, as opposed to 
individual accounts. This data collection method was chosen in the present study to obtain 
detailed spoken information on female participants’ perceptions of and attitudes towards the 
use of LCT. In addition to their direct answers, it was possible to learn a great deal about the 
ways in which they responded, and how their status in the group did or did not influence their 
responses. Paradis et al. (2016) suggest that, to achieve meaningful discourse that allows 
everyone to take part, the ideal number of participants in a focus group is somewhere 
between eight and ten. However, Morgan (1996) asserts that the ideal number of individuals 
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in most research varies from four to six for focus groups, depending on the nature of the 
study, and it should ideally be around six to eight participants according to Ritchie and Lewis 
(2003). The number of focus group participants is controlled by multiple issues, however, 
depending on the phenomena being examined, the breadth and depth of the subject matter, 
and the sensitivity and complexity of the issues raised (Ritchie and Lewis, 2003). The smaller 
the number of participants, the less information will be acquired overall. However, a group 
exceeding ten participants risks being too busy, causing some members to not be able to 
participate, thus undermining the comprehensive data collection process, defeating the 
purpose of the activity. Due to this limitation in the number of participants, multiple focus 
groups, comprised of the preferred number of participants, were carried out during this study 
to ensure the necessary amount of data was collected. Reflecting on the needs of this study, 
and due to the number of participants available, I determined that between four and five 
participants in each of four focus groups would be appropriate. According to Ritchie and Lewis 
(2003), a smaller number of participants is required among groups of professionals when the 
objective is to explore practice. This was one reason I chose a small number of focus groups, 
just four in total, each comprised of four participants, as I decided that to include more 
participants would probably lead to too many conflicting feelings and attitudes emerging to 
realistically determine any norms. Moreover, a larger group might prevent some individuals 
participating in a meaningful capacity during discussions and debates, and consequently 
compromise the structure of the dialogue and the data thus collected.  
4.10.3 Survey  
The Qualtrics survey instrument was used to collect data for this study, with a formal 
WhatsApp group set up to send a link to the survey, which made it easy for individuals to 
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access data from their mobile phones. Using email and WhatsApp applications facilitated ease 
of access for participants. Each respondent was first provided with comprehensive data 
regarding the research, as well as the estimated completion time for the survey (10 minutes 
or less) in both the email and WhatsApp versions. In line with ethical research considerations, 
it was made unambiguously clear to participants that their voluntary and informed consent 
was required before they began answering the survey; this was achieved by them ticking the 
“I agree” box attached to a consent statement (see Appendix 2).  
In terms of the dissemination strategy for the questionnaire, the relevant link was sent by 
email and WhatsApp to every female English tutor at KKU. In terms of those most likely to 
respond, issues of bias naturally result from the technology-oriented nature of the 
dissemination strategy; those who are accustomed to using technology to communicate had 
a greater likelihood of responding than their counterparts, who would conversely be more 
likely to fail to respond. To address this source of bias, paper-based versions of the 
questionnaire were also disseminated to the same target population, thereby supporting the 
preferences of each prospective participant. The paper-based versions of the questionnaire 
were distributed to the target population through university channels, with an additional note 
outlining the importance of the study, and the value to the researcher arising from 
participation.  
4.10.3.1 Survey design  
The main content of the questionnaire centred on the perspectives and experiences of female 
English lecturers at KKU, highlighting the ways in which they currently utilise LCT; their 
attitudes towards and perceptions of using educational technology; and their intentions for 
future usage. AlFarani’s (2016) questionnaire, modified to suit the aims and respondents of 
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the present study, was used. Before applying it to participants, it was applied to a sample of 
participants in a pilot study to ascertain its appropriateness and validity. The questionnaire 
aligned with the research interests in the present study highlighting key influences, 
challenging information about the actual use of technology, and female respondents’ 
motivation and future intentions to use technology in a similar context.  
Despite the fact that Alfarani (2016) aimed to test different theories to those considered here, 
the questionnaire style was comprehensive in terms of covering nearly all of the avenues of 
enquiry that this research sought to address. One main aim of conducting the pilot study was 
to devise the interview questions based on a better understanding of the focus group 
population, as stated by Cohen et al. (2007, 2009). It thus allowed me to increase the validity, 
reliability, and practicability of multiple data collection methods (questionnaire, interviews). 
In line with the recommendations by Oppenheim (2000), concision was identified as a priority 
to ensure the greatest possible response rate. Furthermore, when formulating questionnaire 
items, several factors were isolated and viewed as distinct from the analysis of the research 
questions, so that the questionnaire was divided into sections, each addressing a certain 
factor.  
The pilot study, during the first field trip stage, enabled a review of documents and university 
regulations, with an emphasis on how they relate to the use of LCT in teaching and learning. 
It also provided an opportunity to conduct informal interviews with a number of female 
academic staff, who spoke about their experiences and motivations, their views on education 
technology, and their actual use of LCT. During these interviews, the lecturers were also 
encouraged to participate in the full study.  
The participants in the pilot study were female academic members at the Languages Faculty 
in Saudi Arabia. The questionnaire was prepared in English and Arabic and it was both soft 
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and electronic. Thirty soft copies in addition to ten hard copies in English were randomly 
distributed to thirty participants, including teaching assistants, lecturers and professors. In 
addition, ten copies in Arabic, five soft and five hard copies, were also distributed. At the end 
of the time allotted, only twelve copies, eight soft and four hard copies, were received from 
all participants in the pilot study. Thus, for the main study, the revised version of the 
questionnaire was only distributed in English. As a result of the pilot test of the questionnaire, 
some other modifications were also made to the survey instrument, as explained next.  
The following section (4.11) details the data collection methods alongside the technique of 
analysis for each method of survey questions, focus groups, and reflective essays. The pilot 
study for the survey and focus group are also described in this section. This section concludes 
with a description of the method used to analyse the reflective essays.  
4.11 Pilot studies and data analysis techniques  
The purpose of this section is to outline the data-gathering methods utilised in the study, pilot 
studies and data analysis techniques. I first examine the pilot questionnaire design and results, 
following this by outlining how the survey data analysis process was undertaken. Then I 
examine the focus group pilot study discussion and results, following by the focus group data 
analysis method and reflective essays analysis technique.  
4.11.1 Survey pilot study  
Online and paper-based questionnaire instruments were employed in the pilot study for this 
research, primarily due to the multiple advantages these forms have relative to emailed 
surveys. These advantages, as outlined by Lobe and Vehovar (2009), include (i) cost-
effectiveness; (ii) higher response rates; and (iii) quicker response times. However, it is 
important not to overlook the limitations associated with questionnaires of the type utilised 
in this study, which are (i) where they are not sufficiently personalised, they are likely to be 
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ignored; and (ii) there is a prevailing negative association for most people with mass emails 
and, more generally, email surveys. Appropriate ways to overcome these disadvantages 
include emailing surveys from the address of an authoritative individual, and, in combination 
with this, using follow-up reminders and prompts. Hence, for the current research, the 
questionnaires were disseminated via a university email account to relevant departments (the 
Head of the Languages and Translation Faculty) rather than to invitees’ personal email 
accounts, foregrounding the fact that respondent privacy was valued and heightening the 
degree to which the survey should be regarded as credible. It should also be noted that this 
email was sent out only after KKU had provided adequate approval for collecting the research 
data (see Appendix 1).  
The email was presented in both English and Arabic, to ensure that those who could not speak 
both languages would not be prevented from participating. The links to the questionnaires 
also accommodated language differences. Although the Qualtrics survey instrument was used 
to collect the main data for the study as mentioned earlier, the pilot study distribution method 
combined paper-based and online approaches via emails.  
4.11.1.1 Questionnaire modification after the pilot study  
This section describes how the survey questions were formulated and how the amendments 
were made in greater detail. Items in the questionnaire were grouped into six categories. The 
first category was related to participants’ consent. The second consisted of multiple-choice 
questions, designed to determine whether the respondents used LCT and whether LCT was 
utilised inside or outside the classroom setting. The third and fourth categories consisted of 
items to check respondents’ acceptance of LCT and any problems associated with its usage. 
The fifth category consisted of open, qualitative questions designed to provide in-depth 
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insights about participants' application of LCT to teaching and learning. The final section was 
directed to gather the respondents’ demographic data, to help determine whether key 
characteristics such as age, academic attainment, years of experience, and academic position 
impacted on respondents’ use of LCT.  
A survey tool should always be tested before use to examine its relevance to the research 
questions, as well its validity and reliability of the tool (see Appendix 3). This helps the 
researcher to ascertain whether responses to the survey questions usefully answer the 
research questions; in this case, identifying the attitudes of faculty members towards the use 
of LCT, and factors that might prevent them and others from using LCT appropriately. The aim 
was to create a concise and straightforward survey in order to obtain an adequate number of 
responses on which to base conclusions. The survey sought to investigate faculty members’ 
perceptions and actual use of LCT, as well as their opinions regarding the use of LCT inside and 
outside the classroom.  
 Modifications following the pilot study were made as follows:  
• Questions that produced similar answers were removed. After all amendments, the 
total number of questions was 20, not counting the five relating to demographic  
details.  
• The introduction was shortened and made more appealing.  
• The question that asked about willingness to participate in the interview was moved  
to the end, and a tick box retained to indicate choice.  
• The question seeking consent was modified to make it clearly compulsory, although it 
was already placed before the other questions, as one of the participants in the pilot 
study answered the questions without first confirming consent.  
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• The demographic questions were moved from the start of the questionnaire to the 
end, as such questions may be off-putting if placed at the beginning, while participants 
may be more inclined to answer them after they have seen and responded to the 
questions relating to the research subject (Braun and Clarke, 2013).  
4.11.1.2 Open-ended questions  
The study incorporated a few open-ended enquiries that were intended to offer a space for 
the female academics to express personal ideas and perspectives regarding key characteristics 
of, or potential hindrances to utilising, LCT.  
The questions offered were thus:  
1) Would you please provide additional reason(s) explaining why you do or do not take 
up LCT in your classroom?  
2) Specify what additional factors might encourage you to take up LCT in your teaching 
and learning environment in the future.  
3) Is there anything else that you would like to tell us regarding your experience using 
LCT?  
Although responses to these open-ended inquiries were given voluntarily, several female 
participants realised that they enabled them to present their observations regarding the 
utilisation of LCT when teaching. Overall, 32 out of the 59 female respondents filled in the 
open-ended questions, and the vast majority of their conclusions were associated closely with 
the study questions.  
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4.11.1.3 Survey analysis  
Likert data in this study gained from the closed questions was analysed using Statistical 
Package of Social Science (SPSS), while the open-ended question data was analysed through 
thematic analysis. The analysis of the survey is introduced in detail in chapters five and six.  
4.11.1.4 Categories and themes  
The topics and classifications pertaining to the qualitative data analysis were obtained from 
the responses of female academic members to the open-ended questions. Overall, 54% 
offered responses to these, and their reactions were separable into various specific subjects, 
which were then grouped and arranged according to three classifications. Creswell (2007) 
recommends that an author pursue a procedure in three phases to evaluate open-ended 
information, while also arranging such information into classifications or topics. As each topic 
can be considered a thought process or a theory, it must be sufficiently illustrated (Donaldson, 
2011). Furthermore, as information could be connected with more than one subject at the 
same time, and the end goal is constancy, a coding manual was set up when outlining the 
topics, giving clarification as to how best to interface these topics with the codes.  
The three questionnaire options were sorted as 1) advantages to LCT, (b) obstructions to LCT, 
and (c) future aids to utilising LCT. Each classification was split according to various themes, a 
process that which involved computing the frequencies of reaction types to each topic.  
This classification aimed to investigate the advantages that most persuaded participants to 
utilise LCT and the opposing forces, with a focus on three subjects. Examining benefits yielded 
four sub-themes: time saving; enhancing the teaching and learning process with 
communication and self-learning; being up to date with technology; and making learning a 
foreign language more interesting. The obstacles also produced four sub-themes: shortage of 
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Internet connections and lack of equipment; training needs; obstacles based on students’ 
skills; and insufficient technical support. Finally, factors encouraging future LCT use also 
devolved into four sub-themes: advanced Internet services; technical support; training 
requirements; and social acceptance concerns.  
4.12 Focus group data  
This study was intended to develop outcomes of investigation that could be utilised to answer 
the exploratory questions. Small groups can generate a wealth of data, as well as having many 
of the chief characteristics common to focus groups (Toner, 2009). The following section 
explains the focus group pilot study, the method of focus group analysis adopted, and the 
reliability and validity of the research instrument.  
4.12.1 Pilot study for the focus groups  
Two weeks prior to travelling to Saudi Arabia for the second field trip to conduct the focus 
group meetings, I prepared the format and questions and held a trial meeting involving three 
of my Saudi friends who have worked at Saudi universities (King Khalid, King Saud, and King 
Abdulaziz)for more than five years. They are all currently studying in the UK for their PhDs 
(two in a modern languages school and one in pharmacy at Cardiff University). On the day of 
meeting, I met them at Cardiff Central Library. The first five minutes of the meeting was 
allocated to greeting the interviewees, finding out if they required any special assistance, and 
offering to take care of any issues that might have arisen since they were invited to 
participate. A semi-structured meeting was then held to verify that the approach worked 
adequately, and to enable me to address the research questions and resolve any issues that 
might emerge. Overall, the meeting ran smoothly and effectively. The questions posed were 
written with a view to gathering contributions to the overall results and appeared to work as 
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intended to direct the genuine focus group meetings. The semi-structured format of the 
meetings enabled me to ask the respondents to elaborate on any unexpected pertinent issues 
that emerged from the discussion, however, thus enabling consideration of their relevance to 
the research questions. The meeting was intended to take roughly an hour and a half; 
however, some of the participants were eager to speak for longer, offering extra data on their 
opinions about receiving LCT education.  
The audio recording was made with a Sony portable recorder (ICD-PX240), although a mobile 
audio recorder was also trialled. Overall, the pilot focus group was exceptionally valuable, and 
the investigative questions were shown to accomplish their intent. After this trial, the primary 
focus group gatherings were held, and the dependability and legitimacy of the information 
gathered from these reflected upon.  
4.12.2 Focus group rationale  
Each of the individuals who participated was thanked for doing so, and for communicating 
their willingness or otherwise to participate in subsequent stages. All participants who agreed 
to further investigations were requested to specify a time and date when it would be 
convenient for them to meet with me. In the overview stage, the respondents were also asked 
to give their email addresses, so that they could be sent an outline of the study objectives and 
procedures. In the trial study, an overview of the research aims was sent to all the 
respondents, so that they could read it carefully before attending the meeting. They were also 
requested to sign a consent form, which elucidated the aims of the exploration and the 
systems in place guaranteeing the anonymity of participants before the focus group meeting 
was held. Ten female lecturers responded and were thus given the opportunity to attend a 
meeting together, bringing completed consent forms. When not all forms were presented, 
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participants were asked for recorded oral agreement before I started the meetings. I also sent 
two further invitation emails, as well as contacting the vice-dean of the faculty to increase the 
number of participants.  
In total, sixteen participants volunteered, which I regarded as a sufficient number to address 
my research questions and to collect the data that I needed in order to develop a more 
complete picture of the phenomena arising from the questionnaires. I held four focus group 
meetings, each with four female participants from the Languages and Translation Faculty. I 
concentrated on the female participants in order to obtain more intensive information about 
perceptions of using LCT due to the research context in a Saudi university, as Saudi culture 
and the conservative nature of the community makes meeting with males difficult and time-
consuming for me as a female researcher, as I would require specific permissions to enter the 
male campus, and any such meeting would be uncomfortable for both me and the male 
participants, owing to the ingrained nature of gender segregation in Saudi culture.  
It was not a straightforward matter to gather participants at the same time, especially as my 
field trip took place in the December to January period and thus coincided with the final exam 
period in Saudi Arabia. Every time I held a group meeting, at least one of the participants failed 
to appear or arrived late due to examination period commitments. As a result, I tried to find 
additional participants who were free at the required times and willing to participate. I 
ensured that I received consent from all participants who had not previously signed the 
consent form at the beginning of each meeting, offering them an overview of the research 
objectives and discussing the reason for meeting with them. The participants were all required 
to provide consent to be recorded, as recording was essential to ensure accuracy when 
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reviewing the data after each meeting. The time allocated to each meeting was ninety 
minutes.  
I met with each group separately on agreed days. One group delayed meeting twice, and this 
meeting was finally conducted on 21 January 2018, lasting from 11:00 am to 12:45 pm. Each 
meeting lasted around ninety minutes, due to each set of participants requiring an 
introduction to the research aims and the meeting objectives. I met the first three groups in 
the activity room on campus, which was quiet and convenient. The first meeting took place 
on 19 December 2017 at 10:00 am, the second on 28 December 2017 and the third on 10 
January 2018: both started at 10:30 am and finished at 12:00 pm. I met the last group in the 
examination control room, as three of the participants were working as exam monitors and 
could not leave the office in case someone needed help. The room was quiet and comfortable, 
but some interruptions occurred during the final thirty minutes, which led to the session 
exceeding the time limit by fifteen minutes. I offered refreshments at all the meetings in order 
to make the experience more enjoyable and comfortable for participants; in addition, the 
provision of at least coffee and dates is a cultural essential in Saudi Arabia for anyone 
conducting a gathering or meeting.  
4.12.3 Reliability and validity of the focus group data  
Transcripts of the meetings were prepared promptly after each meeting, and the  
transcriptions screened for mistakes to guarantee quality (Creswell, 2007). A copy of the 
relevant meeting transcript was sent to each respondent to check that it matched their 
observations. At that point, as the meetings had taken place in Arabic, all approved  
transcriptions were translated into English, and a specialist in English/Arabic interpreter was  
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employed to check the accuracy of the translation, bearing in mind the end goal of legitimacy. 
Clarification of the emergent information was also sought from an expert to guarantee that 
the interpreted content was sufficiently precise. Thematic coding was then utilised to 
establish the effects of specific circumstances, and to form connections between emergent 
classifications and subjects. Some themes were created based on survey details, while others 
were created in connection with information that emerged during the meetings. A subjective 
information investigation was then undertaken, utilising information driven codes to confirm 
each coordinate set’s importance. The information investigation process enabled the 
identification of significant responses, which were then divided into topics based on 
participants’ main concerns. As part of the coding procedure, all accounts were examined at 
least twice, and the transcripts were checked to affirm exactness and quality. With the end 
goal being ensuring legitimacy, the review results and research questions were triangulated 
with the information discussed to assemble a defence for the developing topics. To guarantee 
the validity of this investigation, two neutral academics from KKU were then asked to 
undertake an information examination process, which consisted of them examining examples 
of meeting transcripts without any specified topics being highlighted. The results from their 
examinations of these texts were then contrasted with my investigation results to act as a 
control for any analytical error or author predisposition affecting the information.  
4.12.4 Thematic Analysis (TA) method  
Drawing on Braun and Clark’s (2006) qualitative data analysis procedure, six simple steps were 
followed to analyse the focus group data with all the qualitative datasets (open-ended 
questionnaire answers and reflective essays). I read the data many times to familiarise myself 
with it, and because I collected the data myself and transcribed it before translating it, I was 
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very familiar with the data, making the initial coding easier and smoother. I then searched for 
emerging themes, defining them and revising them multiple times before finally producing a 
report. Ultimately, after identifying several themes that emerged from reading the data many 
times following transcription, I analysed the focus group using a word-based technique, as 
well as using inspection techniques and coding.  
4.13 Reflective essays  
Reflective essays are a method of collecting qualitative data that supports the acquisition of 
details about a situation; they can be created at any time that suits the participants’ style of 
writing, free from most restrictions imposed by a researcher, and they also offer an 
opportunity to gather information that might not be available via other methods such as 
open-ended survey questions or interviews. I chose to use this type of data collection to give 
participants the opportunity to express their feelings, discuss their own experiences, and 
freely share their opinions concerning the practice of LCT. Furthermore, in order to 
understand more clearly the ways in which LCT was regarded by female lecturers, I urged 
them to write open, honest accounts of their experiences, including noting any negative 
aspects or areas that could be improved upon. I thus encouraged female lecturers to write 
freely about their own experiences with LCT, the potential issues and challenges they 
associated with the adoption of LCT, and details of their personal views, inspiration and hopes.  
Qualitative research in general requires the researcher to acquire data in various formats 
including open-ended questions, journals, case studies, reflective essays, observations, and 
similar practices, in order to gain deeper insights into the study population (Goodnough, 
2009). The data in this study was enhanced by applying a broad range of practices to produce 
a more comprehensive account of the issue under discussion.  
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For this research, each female lecturer was asked to write a journal entry concerning her 
opinions and views on LCT, as well as explaining how her practice benefits from the 
implementation of LCT, with the aim being to establish a thorough understanding of how LCT 
is perceived by this group of academic professionals. Questions suggested for  
consideration included:  
What role does culture play in using LCT? Are there any differences between male and female 
use and facilities? What affects the actual use of facilities? What is your inspiration? Why 
might some lecturers not use LCT? What are the pros and cons of using LCT? What comes to 
mind when evaluating the use of LCT?  
The participants were also asked to log such thoughts and ideas immediately as they arose to 
enhance the dataset and allow them to contribute to a more thorough overview of the 
research topics.  
Journal entries are similar to reflective essays, in that the supporting data is collected in a 
complementary and unrestricted setting, which helps encourage the expansivity that permits 
better data triangulation. An important point, made by multiple researchers such as 
Wellington (2000), Moon (2006), and Lewis (2004), is that journals in educational studies are 
usually not confined to a particular format; I took this to imply that I should be able to 
establish the format I selected based on the nature of the activity. In this research, I thus 
offered the female lecturers a brief introduction to writing reflective essays and informed 
them that they would be asked to write their own entries after each focus group meeting, at 
a time of their choice. I also invited some of the participants who had not joined in the focus 
group discussions to participate in this process, telling them to feel free to discuss their 
experiences, and to express whether they felt comfortable using diaries or reflective journals 
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to record information. The intention was for this process to take place in a friendly 
environment during the focus group’s first meeting, and sweets, coffee, and tea were made 
available during the meeting to help the participants enjoy being in these surroundings and 
to feel more comfortable. The data derived was to be used to identify key themes for 
discussion following the focus group meeting, offering more detailed information regarding 
certain issues. This initial plan failed, however, as all participants who joined the focus group 
failed to complete their reflective journals; however, a small number of other participants did 
offer their thoughts in this format and this is explained with more detail in the next section 
(4.13.2).  
4.13.1 Reflective essays data analysis  
The analysis of the reflective essays particularly contributed to answering the third research 
question regarding the effect of cultural and social norms on LCT use and acceptance among 
female educators at the Languages Faculty at KKU.  
4.13.2 Reflective essays thematic analysis method  
At the end of the focus group discussions, I thanked the participants and asked them if they 
would be willing to write reflective essays elaborating on their perceptions of the adoption of 
LCT, and their experiences using it; this was done in case they later remembered something 
worth adding, or felt they had been unable to communicate everything they wished to say 
verbally in front of other people. I anticipated that some individuals would share more 
information in writing than when speaking, and that collecting information in this way would 
thus enrich the data and afford additional detailed information pertaining to the situation 
being studied.  
  149  
Each respondent was given approximately fourteen days to complete their reflective essay. I 
also asked other participants who participated in the questionnaire and who indicated a 
willingness to participate more but did not participate in the focus group discussion, along 
with others who had been busy outside the campus setting during the period in which I was 
doing my research field work if they wished to participate. A total of sixteen participants of 
the focus group were invited to take part in person, and ten more were invited by email. I 
provided all invitees with my contact details and gave them the office number where I was 
working on campus during my field work, asking them to either email me their reflective 
essays when they were finished or to hand them to me or to the department secretary 
personally. At the end of the two weeks, however, I had only received eight out of an expected 
twenty-six responses, all from participants who had not attended the focus group discussions. 
Three of these contacted me by email, while the others handed their work to me directly, 
except for one, who gave her essay to my colleague working in the same office. Unfortunately, 
I received no further replies despite sending follow-up emails and contacting the invited but 
non-responding individuals separately via text message. I noted that none of the participants 
who had written the reflective essays included their names on the papers; to respect this wish 
for utter anonymity, I assigned anonymous numbers to their responses. The participants 
throughout this research were sometimes concerned with recording their thoughts, ideas, 
and perceptions, whether by audio means or by writing about their perceptions. However, all 
participants were asked to sign a consent form before writing the essays. Although I had 
suggested to the participants that they write their reflections in the language they preferred, 
whether Arabic or English, they all wrote their reflective responses in English. After reading 
these many times, I coded them, and support and culture were the two main themes that 
emerged.  
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4.14 Validity and reliability  
In qualitative studies, clarification of how the legitimacy and quality of gathered information 
can be guaranteed is required. Indeed, Sandelowski (1986, p. 29) expresses the view that “an 
examination instrument is legitimate when there is certainty that it quantifies what it was 
proposed to quantify”. When guiding the meetings, guaranteeing the legitimacy and 
unwavering quality of the information obtained thus was vital, and to this end, the 
information was confirmed by giving participants the opportunity to audit and remark on the 
substance of the transcribed work, before ascertaining whether the discoveries mirrored their 
own particular encounters and discernments with respect to the reception and utilisation of 
LCT. The pilot focus group interview was likewise used to improve my research aptitudes and 
certainty prior to engaging fully in the field work.  
Regardless of the numerous advantages arising from the meetings, there was a notable 
absence of neutral, impartial characteristics in the resulting subjective assessments. 
Generalisability refers to how far novel discoveries can be derived from a study and applied 
beyond the research context (Polit and Hungler, 1991), and where a single researcher collates 
words from interviewees, and then examines them, concentrating on the significance of the 
information, their understanding of the underlying information may contrast with that of 
other singular researchers. This suggests that such subjective outcomes are not generalisable 
in light of the fact that they are liable to human interpretation, and that humans can make 
mistakes during elucidation. This is not a particular concern for this research, however, as my 
situation from the start was that of an insider, which means that the chance of such bias is 
arguably moderately low.  
4.15 Coding method  
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The inductive approach to investigation affords a precise strategy for breaking down 
responses collected to evaluate the inquiries created. The final codes were repeated across 
the data numerous times, in both focus group discussions and in reflective essays. Coding was 
utilised in this study for practices, observations, and a variety of areas raised by the focus 
group interviewees. Using this type of coding enabled information to be identified and 
recovered by viewing each dataset as comparative or shared information. Numerous stages 
were applied to code the information: Initially, simple remarks were noted and repeated 
words underlined. Consequently, these remarks were abridged and coded with a specific end 
goal marker to help derive a clear portrayal of the implications from the gathered information. 
Preliminary code marks were then produced, and comparative information examined and 
attached to each of the code names. The focus group and reflective essay transcripts were 
read repeatedly in light of each new subject and classification that emerged, to ensure that 
no fundamental opinions were disregarded. Finally, all significant topics were assembled in 
groups as a way to generate general themes.  
4.18 Ethics  
Confidentiality is of the utmost importance to any researcher, and all the participants’ details 
for this work were retained privately. While the research methods required that the 
participants not remain anonymous due to the ways in which information and analysis were 
undertaken, only the researcher was able to identify participants and their replies from the 
raw data. This material will not be shared with anyone except the supervisory team at UWE, 
and then only if required. Any shared, tabulated, analysed, circulated, or published results 
from this study will thus refer to the participants anonymously. The raw data, and any 
backups, will also be destroyed no later than three years after the completion of the research, 
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and no UK or foreign companies will have access to the raw data gathered during the research. 
The outcomes of the project may be published to provide the benefit of the findings to other 
researchers or practitioners, but all information regarding the participants will be anonymised 
and non-identifiable.  
The ethical outcomes of this study were approved by the University Research Ethics 
Committee Faculty of Arts, Creative Industries and Education Ethics Committee at the 
University of the West of England, Bristol (see Appendix 4).  
The questionnaire was sent by email to staff at the English Language Faculty at KKU in Saudi 
Arabia. However, informal approaches were first made to encourage as many responses as 
possible. No attempt was made to obtain a representative sample, as the number of 
respondents was so small that a comparison of demographic variables holds little value. The 
aim, rather, was to gather a picture of how exactly the target staff use LCT in terms of the 
range of functions they are aware of, and the ways that they use them in teaching, as well as 
any difficulties or limitations that they experience, and any preferences or wishes they might 
have in terms of enhancing the potential benefits.  
Permission to carry out data collection was obtained in writing from the Head of Faculty. The 
email invitation requesting permission described the project fully, outlining the aims of the 
research, stating that participation was entirely voluntary, and that no identifying data would 
be included in the final research. The focus group participants also received information about 
the project and were asked to complete an informed consent form, as well as being given 
assurances that they would not be identified and that only the researcher and the supervisory 
team will have access to any raw audio data. No images or videos of the participants were 
used.  
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The focus group interview instruments were designed in Arabic, the first language in Saudi 
Arabia. This was chosen in order to minimise the amount of effort and time that participants 
had to lend to the project, while maximising the quality of the data received. For any non-
Arabic speakers, interviews were in English. The same language choices were applied in the 
case of the reflective journals. Conducting these instruments in English would have made 
analysis easier, but this would likely be too stressful for participants whose first language is 
Arabic, many of whom may not speak English to the level required for the detailed expression 
of thoughts and feelings. The important sections of the focus group interviews and journals 
were thus transcribed in Arabic, and relevant parts translated into English.  
The focus group interviews were conducted face-to-face, based on participants’ preferences, 
and audio-recorded, although no personally identifying details were used. The consent form 
made it clear that the participants had the right to withdraw without offering any reasons at 
any time up to a fixed final withdrawal date, after which time the data had been processed 
and anonymised.  
All the participants were given personal assurances that they would not be identified, and 
that only the researcher and supervisory team would have access to raw audio data, and no 
images or videos of the participants were used. The participants will also remain anonymous 
in terms of all the documents shared with third parties, including potential papers for 
publication, papers given at meetings and conferences, and the thesis itself. The researcher 
will not divulge any participant’s personal attributes to any other person, and the raw data 
generated by the research has been retained confidentially.  
All data was securely stored on a password-protected laptop and password-protected 
memory sticks, and all such equipment kept locked up on the university campus. All paper 
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information was placed in locked stores when not undergoing analysis. The status of the 
academic staff will not be affected at any level because of their participation in this study, and 
no extra risks arose from participation beyond those experienced in normal life.  
4.19 Conclusion  
This chapter discussed the methodology of the thesis together with the methods used to 
conduct the study and the research philosophy and paradigm. As shown, a mixed-methods 
approach was used to collect the data, yet although this study is overall a qualitative one, a 
quantitative approach was also used to enhance the reliability and validity of the results.  
This chapter also afforded a description of the techniques implemented when collecting data. 
The examination of the focus group information including requesting and sorting information, 
as well as arranging information from the reflective essays were presented. In total, 127 
female and male academics’ survey responses were gathered, four focus group meetings 
were held with female academic members at KKU, and eight reflective essays were gathered. 
The preliminary pilot study phases were presented, and the question of ethics discussed.  
In terms of the study’s analysis and results, the respondents’ ages, academic positions, and 
professional experiences were all considered to offer useful perspectives and associated 
information and these are all discussed in detail with the female data analysis and results.  
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CHAPTER FIVE 
Data analysis and results for female academics  
  
Chapter Two: Background and context of the study: Higher education in Saudi 
Arabia and University of King Khalid University  
  
  
Chapter Three: Literature review, Conceptual framework and Theoretical framework  
  
Chapter Four: Research methodology and data collection design  
  
Chapter Five: Presentation, analysis and outcomes of the focus group, reflective journal and 
questionnaire data from female academics  
  
Chapter Six: Outcomes of the questionnaire data from Saudi male academics and a 
comparison of female and male academics’ responses  
  
Chapter Seven: Interpretation and discussion of the findings  
  
Chapter Eight: Summary and conclusion  
  
  
5.1  Introduction  
This chapter presents the analysis of the data emerging in relation to female academics at 
KKU. Hence, this section begins with a general overview, after which the principal themes and 
sub-themes are identified and examined in greater depth. In addition, this chapter explores 
the results of the focus group analysis, the reflective journal analysis, and the questionnaire 
analysis. To evaluate the information, data were first coded using an abductive procedure as 
a way to understand areas of concern and to seek the most appropriate explanations for the 
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results. More than ten coding classifications were created initially, although these were 
ultimately decreased to seven progressive levels. Thus, the coding was regularly adjusted until 
the main themes became clear. This exploration process meant that I worked thoroughly on 
each code until agreement was found concerning the descriptions and use of each code. As 
indicated by the topical examinations and the themes developed throughout the qualitative 
investigation stage, the advantages, difficulties, and sociocultural issues associated with the 
themes, as well as the time, capacity, support, and resources required to address them, means 
that the issues of student awareness had to be combined with other issues, such as the male 
and female perspectives.  
The following chart explains how this chapter is presented in graphical form:   




Figure 5.1 Female data analysis structure  
5.2 Presentation related to the findings emerging from the data analysis  
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The thematic analysis not only identified different themes and sub-themes, but also prompted 
me to draw correlations between participant aspirations and the general Saudi approach to 
electronic education. This was achieved by adopting a constructivist theoretical basis. 
Following this, I was able to use the data collected from the participants to formulate a 
number of relevant comprehensive themes, such as the perception of learning systems, their 
advantages and disadvantages, and potential attitudes towards electronic learning.  
The data analysis indicated that those female academics who wish to enhance their teaching 
practices regard LCT adoption as possessing multiple benefits. The results also indicated that 
LCT is expedient, time-efficient, and enjoyable to use. Moreover, female lecturers welcome 
the opportunity to have access to cutting-edge technology. Students also appreciate the 
benefits, not least when this method is combined with conventional pedagogical approaches 
to create an enhanced leaning experience.  
The key purpose of the sub-theme was to resolve the numerous technological and support 
issues that hindered the successful adoption of LCT by KKU female faculty members during 
the instructional process. The sub-themes were also used to determine the availability of 
facilities, the Internet, and Wi-Fi. Participant responses revealed that there was a lamentable 
lack of creative materials in lecture halls and classrooms. Moreover, online frameworks and 
Wi-Fi connectivity represent the primary obstacles to LCT use at the university.  
The focus group analysis suggested that the most significant determinant of technology 
adoption by female academics is the use of LCT in classrooms and lecture halls. Hence, 
participant exposure to LCT use in schools and lecture halls revealed that the encouraging 
reactions of students played an important role in the extent to which the academics were 
prepared to embrace LCT and promote the use of this technology. The influence of technology 
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on culture and individuals is impossible to overestimate. Technology increases growth and 
economic development; as a consequence, the pace of change accelerates.  
Female participants who support the inclusion of LCT within the curriculum claim that LCT can 
be used for communication purposes during lessons whilst simultaneously enhancing the 
entire process of education. An analysis of the responses of participants in the present study 
revealed their belief that the integration of LCT into education is significant. This confirms the 
need for increased global access to smartphone technology. Moreover, the study participants 
verified the importance of smartphones in education and indicated that they considered 
smartphones to be an acceptable alternative in the absence of direct access to computers. 
The participants also suggested that this allowed students to access and update course 
materials.  
One participant proposed that LCT use might compensate for poor student performance 
within the Saudi education sector and reduce the likelihood of future unemployment. This 
concurs with the feedback from other participants, which indicated that LCT use promotes 
self-directed learning in students.  
Findings 
Analysis of the reflective essays, questionnaire responses, and focus group meetings showed 
that most female academics believed that their inability to encourage and incorporate LCT 
within their teaching practices does not impact them. One participant, who was aged over 
fifty said she favoured traditional teaching methods. She said that LCT was a poor option 
because it was tedious and required considerable effort and expertise in order to effectively 
integrate it into traditional instructional practice. Furthermore, it appears that students even 
prefer traditional techniques to innovative educational strategies. The results of the data 
analysis emerging from the focus group conversation and the open queries reveal that 
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conservative culture has a great impact on the use of technology by women, especially in 
respect to smartphones. Social network access poses a real challenge to privacy. Furthermore, 
most female participants think that the abuse of social media and other emerging technology 
by students may divert attention from classroom lecture material and make the use of LCT a 
problem. Moreover, teachers are sometimes required to remove smartphones from students, 
which ultimately discourages their appropriate use during lessons, rather than motivating 
students to use them to compensate for the lack of computers in the classroom. 
5.2.1 Similarities and differences between themes  
Several themes emerged from the survey findings, while other themes were created in 
connection with information that emerged during the meetings. This classification process 
was intended to explore the variables that would most persuade participants to use LCT or to 
dissuade them from doing so. Three topics were considered. Examining the benefits yielded 
four sub-themes: time efficiency, enhanced teaching and learning in relation to 
communication and self-learning, being up to date with technology, and increased foreign 
language learning enjoyment. Considering the obstacles produced four sub-themes: poor 
Internet connections and lack of equipment, training requirement, inadequate student skills, 
and insufficient technical support. There were four factors which were deemed to encourage 
future LCT: advanced Internet services, technical support, training requirements, and social 
acceptance concerns. 
The following discussion presents and explains the similarities and differences between 
themes emerging from participant responses. 
The results showed that most of the participants (approximately 78%) valued the manner in 
which LCT could open doors to students, both within and beyond lecture halls or classrooms. 
Communication speed / time was a factor, since moving information around is much easier, 
  161  
faster and effective with LCT assistance. Moreover, participants frequently expressed the 
opinion that LCT is both beneficial and interesting. Almost half the participants (46%) stated 
that LCT use improves both the teaching process and the results of learning. Female 
participants can readily appreciate that LCT allows them to interact inside and outside the 
classroom with their students. 
Low responses occurred in relation to certain themes. For example, only 21% of participants 
agreed that LCT offered support, and 22% regarded the need to keep colleagues and students 
up to date as a positive attribute. Only 21% regarded time-saving qualities as a benefit. Thus, 
LCT was regarded as expedient by a number of participants. This discrepancy emerges from a 
variety of issues that obstruct the successful use of LCT by faculty members at KKU in the 
educational process, including technological and support problems. The participant responses 
show that advanced hardware was not available in classrooms. The data analysis also revealed 
that both academics and students lacked appropriate preparation and support, and, 
therefore, could not sufficiently familiarise themselves with the advantages of LCT and current 
expert approaches to its implementation.  
In order to overcome these objections, it is essential to pay heed to the social concerns and 
expectations of Saudi women regarding the use of LCT. For example, it might be appropriate 
to offer courses and other suitable teaching materials to students in order to improve their 
attitudes to LCT and to increase its uptake and acceptance. 
5.2.2 The technology acceptance model (TAM) and themes  
The objective of Davis et al.’s ( 1989) technical acceptance paradigm it to locate a model which 
identifies factors which generate a positive reception in relation to new technology in order 
to shed light on the employment of new computer technology within user communities.  
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The technology acceptance model suggests that the extent to which new technology is 
accepted is primarily influenced by user attitudes, which are themselves shaped by two 
variables: perceived utility and perceived ease of use. This paradigm was adopted in the 
current research in order to allow the researcher to understand participant attitudes towards 
LCT adoption in foreign language learning contexts, with specific reference to perceived 
usefulness and ease of use. TAM is now commonly employed in management learning 
contexts, particularly in relation to Moodle, for which multiple models have been created. 
There are several variables which can be considered in relation to LCT, including perceived 
comfort (Hsu and Chang, 2013), lack of LMS usability (Alharbi and Drew, 2014), and 
technological support. In addition, it is also possible to assess user characteristics and past 
experiences, including perceived playfulness (Nagy, 2018). 
The time-efficient character of LCT also augments performance, since online communication 
is generally more expedient. In addition, the accessing of self-directed learning at any time 
and in any location, in accordance with both academic and technological encouragement, 
comprises a TAM predictor, not least in contexts where personal devices have been 
distributed. This enables communication amongst students and between students and 
teacher to continue beyond the classroom (Karaoglan Yilmaz, 2017).  
Technology both supports and improves learning processes, since it enables teachers to 
improve their classroom practices, thereby enhancing the experience of language learning. By 
implementing new technological learning tools, teacher improve the ease with which 
students learn languages. Moreover, it offers a wealth of interesting approaches to learning 
which render the process both entertaining and enriching for students.  
5.2.3 Hofstede’s Cultural Dimensions Theory 
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Hofstede's theory of cultural dimensions is one of the many concept-rich theories of cross-
cultural communication. Specifically, Hofstede proposed that cultural differences were 
amenable to occur in a common environment, whereby one group becomes differentiated 
from another. Thus, Hofstede divided the differences between cultures into four essential 
dimensions. Three of them were relevant to this study, the first of which comprises power 
distance. This refers to two different forms of power: large power distance in society, as 
manifest in scenarios where parents teach their offspring to be obedient, and small power 
distances, wherein parents treat their children as equals. In the context of the current 
research, this dimension sheds light upon the fact that many parents restrict the use of 
technology by their children, which results in many female students opting to ignore LCT. As 
a consequence, many teachers stop using it. 
Hofstede’s second dimension is uncertainty avoidance, whereby communities regulate the 
impact of unpredictable events and risks through structured pathways, such as the 
formulation of rigid rules and the unequivocal placing of trust in experts. Cultures 
characterised by high risk avoidance are inclined to stress the importance of authority, rank, 
and seniority. This has relevance in scenarios where teachers do not use technology correctly. 
In other words, it is essential that training courses are provided.  
Hofstede’s third dimension can be described as masculinity versus femininity. In other words, 
cultures can be described as either masculine or feminine in orientation. Hence, cultures 
which value male traits might exclude female lecturers from the opportunities and benefits 
enjoyed by their male counterparts. It is essential that female lecturers exploit any training 
opportunities to which they can gain access (Aman and Shiratuddin, 2020). 
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The following section presents the analysis of each individual dataset in order to provide greater detail 
about the findings pertaining to the phenomenon under study. First the participant numbers and 
variables are presented, after which the data analysis and findings related to each theme are outlined.  
5.3  Focus group data analysis  
The fundamental research question investigates the effect of culture and personal variables 
such as age, experience, and position on female academics’ perceptions and practices with 
regard to LCT in the Saudi context.  
Table 5.1 shows the distribution of the participant faculty members across the study variables.  
Table 5.1 Distribution of participants across study variables 
  
Female faculty members  Variables  Number  
Age  
  
G1 19 – 29 years (4)  4  
G2 30 – 39 years (11)  11  
G3 40 – 49 years (1)  1  
  
Educational attainment  
  
Bachelor’s Degree (3)  3  
Master’s Degree (10)  10  
PhD (3)  3  
Academic title  
   
T1 Teaching Assistant (3)  3  
T2 Lecturer (10)  10  
T3 Assistant Professor (3)  3  
Teaching experience at 
university level  
X1 0-4 years (5)  5  
X2 5-9 years (10)  10  
X3 15-19 (1)  1  
Total  16  64  
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5.3.1  Findings of focus group thematic analysis  
5.3.1.1 Findings related to encouragement participants receive 
 
The data analysis of academics responses in the focus group revealed the most important 
factors that have an effect on participant academics' use of LCT in classrooms and lecture 
halls. Participants' responses indicated that the positive reaction of their students to their use 
of LCT in classroom and lecture hall plays an essential role in their acceptance of LCT and 
encourages them to use technology. Most academics stated that the enjoyment their 
students feel when using LCT in classroom in addition to the help they receive in learning 
English in a professional way are motivating factors that stimulate them to adopt LCT in their 
teaching practices. One participant expressed this reality by saying, "My students were 
enthusiastic to use e-learning and technology in general and they like online classes so much 
and enjoy when I use YouTube videos in class, particularly videos where the instructor is a 
native speaker, and this really helps them to learn correct pronunciation and encourages me 
a lot to use them more". Other participant academics stated that when using LCT, certain 
students become very active during virtual classes, especially those with less forthright 
personalities. Nevertheless, a small number of academics argued that students' positive 
reactions towards the use of LCT are dependent on certain factors like the nature of the course 
and learners' motivation. They referred this poor motivation to a set of reasons like their 
readiness to use LCT, their academic level, whether freshman or sophomore, etc., or the place 
they come from, whether urban or rural with no effective Internet connections.  
The other reason that was revealed as having an effect on the participant academics' 
responses was the encouragement they received from the university administration when 
using LCT in teaching. Many of the academics mentioned that university administration 
encouragement and keenness to keep them updated with the latest developments in the field 
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of educational technology was of great importance for them. For instance, they were 
encouraged to use LCT tools such as virtual blackboards, which has helped the widespread 
LCT utilisation at KKU since that time. Moreover, the prize announced by the university for 
academic members for using LCT in their teaching practice was of great importance. Some 
faculty members mentioned that colleagues who were using LCT won twice. They won when 
they gained the appreciation of their students and meanwhile they were rewarded for their 
efforts.  
5.3.1.2 Findings related to support received by participants 
Support that academics are assumed to receive from various people at university when 
adopting LCT plays a significant role and is an important source of encouragement. Participant 
academics' support in the present study stemmed from the university administration as well 
as their students. In accordance with the university administration, the annual celebrations 
that take place yearly at the university are a very good example of the support provided to 
academics using LCT in education, in general and more specifically those who work effectively 
using the Blackboard system. One participant mentioned that the certificate she was 
awarded, the “King Khalid University Prize for Electronic Learning” was of much effect and 
encouraged her to work more on integrating LCT in her teaching. Other participants stated 
that the online training online via the university channel "Tamkeen" besides face-to-face 
training was also supportive. It enabled trainees to easily access training at different times 
that suited their own time and pace. Others added that the interest and concern of the 
university administration to ensure that the academic staff are up to date with the technology 
and receive appropriate and sufficient training works as another source of support for faculty 
members who like to engage in profession development. However, some respondents 
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indicated that the support of the university administration is insufficient. One interesting 
interpretation for the variance in participant academics' responses is the fact that some 
academics are better able to access more support. This might be due to their academic titles 
and positions or to the fact that some participants may need different types of support, such 
as special training on specific areas, to help them use LCT and access specific resources more 
effectively.  
Colleague support was also decisive in participants' responses to the factors affecting their  
acceptance of and perceptions towards LCT. Some participants mentioned that the availability 
and support of colleagues who have considerable experience of LCT integration in teaching, 
i.e. those who are expert in using the Blackboard system or virtual classes, is valuable and 
precious. For example, a participant said, "Mostly colleagues who have practised using LCT 
and specific language teaching programmes, in particular labs, always help us". Nevertheless, 
the responses of participants indicated some precious impacts on their colleagues' support. 
They said that hierarchy in their academic circles plays an important role in colleagues’ access 
to support. One junior participant, as an example, claimed, “There is very limited colleague 
support for those who are new to academic life, and who have worked as teaching assistants”. 
Younger and less-experienced respondents do not receive enough support from older or more 
experienced ones.  
5.3.1.3 Findings related to participants' perceptions about training 
Data analysis of participant academics revealed that students' training is an effective element 
in their adoption of LCT in teaching. Unlike their satisfaction with the importance of LCT in 
education for both teachers and students, most of them were not satisfied with the amount 
of training offered to students at KKU, with the result that their utilisation of LCT in lectures is 
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negatively affected. They argue that they received one training session, at the beginning of 
the academic year, on the use of Blackboard to send and receive emails, submit assignments, 
be involved in the discussion groups, check their grades, have a look at the instructor's 
advertisements, etc. Therefore, teachers have to devote some time during their lectures to 
training their students to carry out these tasks on Blackboard. A participant faculty mentioned 
the scarcity of students' training: “Training in general is not enough, especially for students, 
and this influences the use of LCT a lot”.  
5.3.1.4 Findings related to participants' affordance of using LCT 
Affordance of LCT use is effective in the educational process. Most educators are convinced 
with the results achieved by the use of technology in the improvement of higher education in 
Saudi Arabia. Educators who try to integrate LCT in education claim that there are a many 
preferences by which LCT can be conveyed in classrooms and meanwhile improve the whole 
educational process. Analysis of participants’ responses in the present study show their 
conviction of the importance of LCT integration in education, stressing the necessity of using 
smartphones to cope with the world's rapid development. Participants stated that using 
smartphones in education has become essential, and it is the best solution for the lack of 
computers in the classroom. They also mentioned that the mobile application provided by 
KKU allows students to log into Blackboard and access and download materials uploaded by 
their instructors at any time. Other participants thought that LCT utilisation represents one 
important solution for the poor results of students in the Saudi higher education institutions. 
They argued that LCT in education can compensate for the information and aptitude shortage 
of Saudi graduates and consequently mitigate the danger of being jobless in the future. 
Furthermore, participants' responses suggested that LCT utilisation can support students' 
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development of their self-coordinated learning. They believe that while using applications like 
WhatsApp and Snapchat, students are allowed the opportunity to direct their learning. 
However, some participants believed that the absence of instructional classes to encourage 
the efficient use of LCT, particularly in relation to their academic specialities, is really a serious 
issue. But they did not like to use this issue to justify the low results of students at higher 
education institutions because of the dominance of the traditional and physical ways of 
teaching.  
5.3.1.5 Findings related to participants' challenges in LCT utilisation  
Challenges facing academics in LCT utilisation in education at higher education institutions in 
Saudi Arabia, for instance KKU, have severe effects on their perceptions of, attitudes towards, 
and integration of technology. These challenges can be summed up as poor Wi-Fi, lack of 
equipment, lack of training, inadequate capacity, high workloads, and inappropriate 
responsibilities. One of the most important challenges, as revealed by participants' responses, 
was the inadequacy of technical support and the limited number of computers. Responses 
also showed that the number of labs including computers is limited. There were only two or 
three labs all across the whole university campus to be used by four colleges of the university: 
the college of Humanities, the college of Arabic Language, the college of Islamic Law, and the 
college of Languages and Translation, where about 5,000 female students currently study. In 
addition, analysis of participants showed that lack of technical assistance and support limits 
their LCT integration. Most respondents stated that technical support is not always available 
or dependable. Responses to repair or online help requests sometimes occur very late and 
can take several days to happen, which makes the use of LCT more challenging. Furthermore, 
the findings showed that electronic services in the library are also a challenge facing 
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participant faculty at university. Most of the participants were not satisfied with the level of 
such services at KKU, saying that there are no good electronic services in the university library.  
5.3.1.6 Findings related to participants' hopes 
Data analysis of the participant academics regarding to their desires and readiness to use LCT 
in their lecture halls showed that most of them were aware of the importance of innovation, 
the advantage of LCT utilisation and the disadvantages of keeping on using old-fashioned 
teaching methods and techniques. Furthermore, the responses indicated their good 
recognition of the fact that incorporating LCT in education makes it better and more effective 
and at the same time enhances their teaching expertise and general educational atmosphere. 
Saudi social standards were believed to adversely affect their acquisition of such expertise; 
nevertheless, their replies showed that they were keen to integrate LCT in teaching and ready 
to urge other colleagues to do so.  
Moreover, the responses of the majority of participants in the focus group showed that they 
liked creating well-developed classrooms and lecture halls through a set of actions: First there 
should be training sessions for students as well as teachers. Second, a virtual environment 
should be created. Third, there should be immediate technical support as soon as needed. 
Fourth, the number of students in each class should be smaller. Fifth, the administrative 
responsibilities of teachers should also be reduced. With regard to what they desire to have 
in order to develop their LCT integration in teaching, the majority wished to have free 
applications on the relevant subjects. They also desired to have the chance to demonstrate 
how readily these can be utilised to develop expertise. Furthermore, some of them expressed 
their hope to be trained to use social media to contact their students more easily. Besides 
this, they wished to be able to use YouTube clips in order to encourage students to practise 
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the main English language skills. They would like to be trained on how to download useful 
learning materials from varied educational websites. For instance, female participant G2T2X1 
said, “To be honest, I sometimes use Telegram, but this is not authorised because my university 
administration wants us to communicate with students through official channels, such as 
university emails or Blackboard only”. Nevertheless, data analysis of respondents' reflective 
essays, answers to the questionnaire, and focus group meetings revealed that most of the 
participant academics claimed that absence of inspiration and eagerness would not affect 
their pursuit to make a change in their performance via the integration of LCT in their teaching 
practices. One participant who was over fifty declared that she was in favour of using 
conventional strategies in teaching. She stated that LCT was inadequate; tedious; and 
required an oppressive amount of effort and procurement of expertise to incorporate it 
adequately into conventional instructing practice. Moreover, students favour traditional 
techniques more than strategies of innovation-based education  
5.3.1.7 Findings related to participants’ cultural and social norms  
No one can ignore the impact of society and culture on our conduct and values (Hussain, 
Morgan, and Al-Jumeily, 2011). In Saudi Arabia, culture and society place limitations on the 
ways people behave, especially females. Hence, females were not allowed to use their mobile 
phones because of worries regarding the violation of their own privacy. For example, females 
at universities were only allowed to use their own mobile phones just a few years ago. At KKU, 
female students have been allowed to use their own mobile phones since the beginning of 
the academic year 2017/18, i.e. the time the present study was undertaken. Mobile phones 
were first used by females to look for specific items related to the topic of the lecture. 
Therefore, the responses of participant academics related to the use of mobile phones as the 
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main tool of LCT at universities nowadays expressed the need for certain regulations that 
match and keep their students' cultural and social habits or norms. Most of them fear the 
wrong use of technology violating their or colleagues’ own privacy. Such fears were indicated 
in participants' responses regarding the role culture sometimes plays in hindering or 
decreasing the degree of LCT utilisation by faculty members. For example, two academic 
members, while justifying the insufficient integration of LCT, said, “Culture has a great effect. 
I know some families that have not allowed their daughters to use the Internet at home until 
now, so they only use it within the campus when they come, especially those who live in rural 
areas and villages" and "Many students in our university live in villages where social habits are 
very restrictive and are controlled by the tribes’ rules”.  
In short, the responses of participant academics showed that the culture in the Saudi 
community does not allow violation of the privacy of females in general and works as a 
hindrance to the adoption of technology in education.  
5.3.1.8 Findings related to the difference between females and males  
The analysis of females' responses indicated that there was a significant difference between 
the male and female campuses in favour of the male campus. Many responses of female 
academics, 87.5%, showed that the males' campus tended to be better-equipped and feature 
more effective LCT facilities. For example, female G2T2X2, said, “The male campuses are much 
better than females, my cousin studies at the male main campus and it has the latest facilities 
everywhere with a good Internet service”. Moreover, decision-making is another area of 
difference between males and females. Female participants believed that the responsibility 
for taking and making decisions is always attached to males, although female faculty, mainly 
PhD holders, always attend the same meetings to discuss the same issues related to their 
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work. Most of them think that males are the only people authorised to set rules and 
regulations. They believe that these tasks prove the dominance of males over females and 
consequently only the views and decisions of males regarding the regulations or curriculum 
were supported and credited. One more variation between the genders was presented by the 
females' responses indicating that the responsibility for making decisions related to the 
teaching courses and exams were made by males, even though the number of female faculty 
and female students in the College of Languages and Translation at KKU is larger. Female 
respondent G2T2X2 expressed her complaint on this: “There are fewer male students than 
females, but still we have to follow their curriculum plans and use the assessment criteria that 
they use”. One female participant claimed that technology availability and use are the same 
at both campuses. There was no difference between males and females in terms of using 
services and technology-based facilities. This participant, G2T3X2, wrote, “According to my 
knowledge, the university administration provides the same facilities and equipment for both 
males and females, and they always equalise between them”.  
• Findings related to the first group  
  
The demographic of this group in particular is illustrated in the following table which was 
presented in full earlier in this chapter (Table 5.1) about the female participants’ age (G), 
academic title (T) and experience (X).  
Table 5.2 First group’s demographic information  
Age Group (G)  Academic Title (T)  Experience (X)  
One G1 (19-29)  One T1 (teaching Assistant)  One X1 (0-4)  
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Two G2 (30-39)  One T2 (lecturer)  Two X2 (5-9)  
One G3 (40-49)  Two T3 (assistant professor)  One X3 (15-19)  
  
The first group were friendly and very excitable, especially at the beginning of the session. 
They all gathered promptly at 10.00 am in the activities centre on the second floor of the 
Languages and Translation building. The participants were served tea, coffee, dates 
(traditional Arabic gifts for guests), and chocolate.  
They began by talking formally about technology, particularly about the new language-
learning labs, and discussing who among them knew how the labs worked. However, because 
one of the participants was the vice-dean of the faculty, it is possible that the other 
participants were deliberately trying not to speak negatively about any perceived lack of 
equipment and support. Nevertheless, they showed a high level of engagement in the 
discussion, perhaps because the ages of the participants in the first group ranged from 30 to 
49 years, and mostly had more than seven years of experience except one aged 19-29 with 0-
4 years’ experience. This accumulation of age and experience might mean that they receive 
more support in the use of LCT and are given more freedom to use it. In general, the 
participants in this group had positive attitudes to using technology, and they assessed the 
encouragement and support they received from the administration favourably. The majority 
were happy to use technology, but they did require access to more facilities, support, training, 
and freedom to use the technology effectively.  
The group members were willing to integrate modern technology into their teaching practice 
and to learn more about it, as in their overall opinion, technology makes it easier and more 
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interesting both to teach and learn a second language. It was believed prior to 2012 in Saudi 
Arabia that it would be too difficult for students under 12 years of age to learn a second 
language in general. However, in 2012, the Ministry Council changed the age at which 
students could begin learning a second language to nine (equal to Year 4 in UK primary 
schools) (Alriyadh Newspaper, 2011). The participants in this first group believed that 
exposing students to technology could make the learning language process easier and more 
fun. For example, G3T3X3 said, “Using technology in teaching the English language is very 
interesting and it enhances the students’ engagement a lot”.  
The participants also noted that there were too many differences between the male and 
female campuses. While segregation between men and women in learning environments is 
the norm in Saudi Arabia, men are always the decision-makers for both the male and female 
campuses. According to participant G2T3X2, “Male campuses are really well-equipped and 
have more facilities than ours”. Another participant, G2T2X2, added, “Everything starts from 
there, the male section”. The female participant responses in this group claimed that during 
the meeting, which both genders attended, ultimately, everything related to the curriculum 
from its description, to the technology services and exam setups, was decided by the men and 
the women could not make any meaningful decisions even regarding their own affairs on the 
female campus.  
The participants’ remarks also demonstrated that they found it challenging to have an 
excessive number of students in their classrooms, as this makes it difficult to use technology 
when teaching languages, particularly where the classrooms do not have sufficient facilities 
or equipment and students thus need to use language-learning labs, which can only 
accommodate a small number of students. These labs take only 20 to 25 students at any one 
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time, which is half, or less, of the capacity of a typical language classroom. Lab time is also 
limited, and all labs must be booked in advance, whether during a typical classroom day or 
during exam times. One participant, G2T3X2, said, “During exam time, most of the labs are 
turned into examination halls in which electronic tests can be undertaken … we cannot use 
them for nearly six weeks”. These challenges force most teachers to use traditional methods 
in their face-to-face class sessions to ensure that the teaching and learning process runs 
smoothly and effectively.  
In the first group meeting, it was established that the number of female students at KKU, 
especially on the main campus, exceeds the numbers of male students. One participant, 
G2T2X2, stated, “There are more female students than male students at the same faculty”. 
However, the participants’ responses suggested that, despite this ratio, male students are 
provided with more facilities, services, and language labs than females. In addition, the 
participants in this group highlighted an additional issue, which is that on Thursday, the last 
day of the week in Saudi Arabia, most students do not attend classes. On that day, both 
students and teachers prefer to engage in online learning, yet lecturers do not have the option 
of doing what they prefer when it suits them or their students. The vice-dean stated that they 
face many restrictions regarding the use of technology in particular, and one of the 
participants complained that, due to lecturers’ misuse of equipment and sudden cancellation 
of classes, they now have to make official requests in advance for permission to use LCT, in 
particular to take online classes. Thus, one of the difficulties the lecturers face in using 
technology is that they are not free to use LCT whenever they choose; they must obtain 
permission in advance every time they want to use online classes.  
The participants in this group also talked about the new, high-standard listening lab (SNACO); 
however, their ability to access and use this lab is limited. One of the participants, G2T2X2, 
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said: “The new labs look amazing, but no one knows how to use them at the moment”. At the 
point at which my field work was conducted, the participants felt that there were no experts 
who could operate these particular labs or teach them how to use them; this highlights the 
perceived lack of technicians and training sessions for both lecturers and students, and agrees 
with the results reported in previous studies (Alebaikan, 2010; Motaghian et al., 2013), which 
confirm that a lack of technicians and training has a negative impact on lecturers’ attitudes 
towards e-learning and education technology  
practices.  
• Findings related to the second group  
  
The demographic of this group in particular is illustrated in the following table which was 
presented in full earlier in this chapter (Table 5.1) of the female participants’ age (G), academic 
title (T) and experience (X).  
  
Table 5.3 Second group’s demographic information  
Age Group (G)  Academic Title (T)  Experience (X)  
Two G1 (19-29)  One T1 (teaching Assistant)  Two X1 (0-4)  
Two G2 (30-39)  Three T2 (lecturer)  Two X2 (5-9)  
 ----------  -----------  ----------  
  
The second group expressed both negative and positive attitudes towards using LCT 
technology. The participants in this group ranged in age between 19 and 39, and they all had 
  178  
five years’ or less teaching experience. As previously, the meeting was held in the activity 
room on the second floor of the Languages and Translation building, and it was at the same 
time of day (10.00am) as the first group meeting (see Figure 5.2). As with the first group, the 
participants were served tea, coffee, dates, and chocolate. The atmosphere was congenial, 
and the participants talked freely about their ambitions for using technology and about their 
ambiguous use in terms of whether or not they chose to use apps, software, or social media 
platforms. However, they ultimately agreed that they would use whatever the university’s 
administration staff preferred them to use, in particular the LMS, based on Blackboard 
software, and the university’s official email system.  
 
 Figure 5.2 Activities Centre: Location of the second meeting  
The participants in this group stated that they were permitted to use apps related to the 
university, such as Academia, with which they take attendance to determine who is absent 
from lectures; MY SU, where students can check their status, manage their module options, 
and check any warnings about their timetables; and INJAS, which lecturers can use to 
communicate with staff in the university’s administration department to request IT resources 
and support.  
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The university’s administration staff prefer to control the means of communication between 
students and lecturers; as noted by Hofstede (1991), this is indicative of the effect of the 
cultural dimension of power distance. Indeed, some of the more conservative lecturers also 
preferred this. One participant in this group, G2T2X1, said, “I do not want students to know 
my personal number or personal accounts on any social media; I could not trust them at all, 
they are so annoying … this would go against my privacy”.  
Another participant noted that they could not use technology inside the classroom, and, if 
they tried, could waste more than half a lecture finding an Internet connection or trying to 
operate the projector, which has no remote control. Another participant expressed a negative 
attitude towards using LCT and talked freely about the challenges they faced in using it, noting 
a clear lack of facilities to support technology. However, G1T2X1 also admitted: “KKU has a 
very modern electronic learning Dean who has ultimately established and improved the 
electronic services at the university … the university has received many prizes and honours for 
being one of the most advanced universities compared to other universities in Saudi Arabia”.  
Even though KKU has a good reputation for using advanced technology in comparison to other 
universities in the country, the participants were dissatisfied with this provision in practice, 
especially on the university’s female campuses. They felt that they could only use LCT 
effectively if they had good services, fast Internet connections, and well-equipped classrooms.  
• Findings related to the third group  
The demographic of this group in particular is illustrated in the following table which was 
presented in full earlier in this chapter (Table 5.1) of the female participants’ age (G), academic 
title (T) and experience (X).  
Table 5.4 Third group’s demographic information  
  180  
Age Group (G)  Academic Title (T)  Experience (X)  
---------  ----------  ----------  
Four G2 (30-39)  Three T2 (lecturer)  Four X2 (5-9)  
----------  One T3 (assistant professor)  ----------  
For the third group meeting, the same room and time of day was used as for the first two  
focus groups, as this was most convenient for all participants (Figure 5.3).  
 
 Figure 5.3 Activities Centre: Location of the third meeting  
Two of the participants in this group were outgoing and actively participated, while the third 
was very positive but slightly shy. The fourth member of the group was quiet unless I 
encouraged her and the shy participant to talk. The participants in this group ranged in age 
between 30 and 39 years old, and all had more than five years’ teaching experience. Overall, 
these group members were very active. One was an assistant professor, and the rest were 
lecturers. They discussed social and cultural issues related to technology use, and one of the 
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participants, G2T2X2, said: “We are very careful to choose the content of any video we show 
in class, or we may even send the link to students so they can watch it at home”.  
 Another participant, G2T3X2, added, “As the teaching language videos generally include 
some parts related to the culture of the language with culture and language tightly connected 
… students sometimes make this a problem and talk to the Dean of the faculty to explain that 
they are unhappy with certain content of a YouTube video, or some foreign educational 
websites”.  
This confirmed that technology acceptance is closely linked to the language that the 
technology is operated in, and the culture of that language (Dhiya, Abir, and Crate, 2014). 
Multiple cultural issues related to the students’ knowledge and awareness were also 
observed, confirming Hofstede’s theory (2001) of uncertainty avoidance; the lecturers were 
afraid that students might perceive something in the language videos they were being shown 
as being contrary to their own culture or religion.  
The participants also discussed students’ misuse of LCT, such as sending emails to their tutors 
using their father’s or brother’s email addresses and using fake names on emails or sending 
emails late at night. In the latter case, such students may accuse the lecturer of not fulfilling 
her duty in the morning if she has not responded. One of the participants, G2T2X2, said, 
“Many students complain that we do not reply to their emails when they send them late at 
night or very early in the morning before work hours start … they want us to reply immediately 
to anonymous emails”.  
They also discussed the issue that some of the students’ parents prevented them from using 
their own email to communicate with lecturers; they associated this with cultural or 
conservative tribal attitudes that affect the actual practice of LCT among the university’s 
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academic members. Thus, students require training sessions and intensive workshops to 
increase their knowledge and awareness about using LCT wisely.  
• Findings related to the fourth group  
The demographic of this group in particular is illustrated in the following table which was 
presented in full earlier in this chapter of the female participants’ age (G), academic title (T) 
and experience (X).  
Table 5.5 Fourth group’s demographic information  
Age Group (G)  Academic Title (T)  Experience (X)  
One G1 (19-29)  One T1 (teaching Assistant)  Two X1 (0-4)  
Three G2 (30-39)  Three T2 (lecturer)  Two X2 (5-9)  
--------  ---------  --------  
  
The final group consisted of the busiest participants, as it was difficult to find a time suitable 
for them all to meet together before the end of my fieldwork trip. The participants in this 
group worked as examination monitors during the period during which I conducted my field 
work, and thus we met in a different room than that used for the previous three groups, at 
11.00am (Figure 5.4). In fact, we gathered in the room in which they worked after they had 
completed their daily responsibilities.  
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Figure 5.4 Examination Centre: Location for the fourth meeting  
The participants in this group ranged in age from 19 to 39 years, and their experience ranged 
from one to five years teaching. The participants were highly active, as well as being very 
enthusiastic about using LCT in language teaching. In general, they were positive about using 
LCT, but they also highlighted many obstacles. It was rewarding to see them speaking so freely 
and optimistically together, which was made possible by the fact that they are all good friends 
who have worked together for a long time.  
One of the participants had previously studied and worked at a different university in the 
western region of Saudi Arabia, which has a highly diverse population who are generally more 
open-minded; but she had been offered a lot more support and many facilities at KKU. The 
western region is important in the area due to the location of Makkah and the two holy 
mosques. Nevertheless, according to this participant, who had studied and worked at one of 
the most famous universities in the western region, alongside King Abdulaziz and King 
Abdullah universities, that university offers fewer e-learning options than KKU, and its LMS 
and websites are not as well modernised.  
While participant G1T2X2 admired the electronic capabilities of KKU, she observed that the 
students are less accepting of LCT, perhaps because many of them come from rural locations 
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and conservative, tribal families, which makes them less open to accepting e-learning 
technology. The participants also believed that their students are untrained in using LCT, and 
thus prefer the traditional methods of teaching. Another participant in the group confirmed 
that their students could not use the Blackboard software properly; they required more 
training to comprehend the new technology being used, or that could potentially be used in 
the future.  
The participants further confirmed that many students are preoccupied with social media 
platforms, such as WhatsApp, Twitter, and Snapchat, which are used only for purposes 
unrelated to learning. The participants in this group believed that this is an issue observed all 
over the world, and they found that their students were over-using such apps during class, 
which affected the participants’ attitudes to using LCT regularly.  
As with the participants in the other groups, this group of colleagues expressed a need for 
more facilities to enable the use of LCT in the classroom. They also expressed a belief that this 
was the best way to encourage students to use LCT for academic purposes. One participant, 
G2T2X2, suggested promoting the use of even more advanced technology, such as virtual 
reality (VR), based on their observations that students are not currently motivated to use 
online classes as they do not feel fully involved. This participant added that the students online 
saw only a square to indicate that their teacher was there, although the voice of the lecturer 
was provided. They argued that students find it boring to learn in this way and cannot easily 
understand or concentrate on the presentation or lecture. However, using VR could change 
the situation, making the e-learning experience more similar to real-life and face-to-face 
classroom experiences. This would make it more interesting and fun for the learners because 
they could feel as if they were in a different place each time if the VR environment was 
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adapted to the topic and the subjects they were learning. The participants also noted that 
using VR could enhance the students’ ability to learn language skills by encouraging 
participation in role play, for example. Moreover, VR would enable them to learn a language 
in various different situations, enhancing the student experience.  
Based on these points, the participants in this group were excited about this type of 
technology, and they would like it to be available to all members of the faculty who teach 
foreign languages, especially English. One participant, G2T2X2, said, “This needs a trained and 
specialist team who can concentrate on the language teaching apps and any new apps and 
software or other modern technology to help us facilitate language teaching while also 
improving the students’ performance and motivation […] using virtual reality classes is a big 
dream for me, and I have to work for it.”  
The other two participants in this group were satisfied with the type of technology they 
currently have; they were also very quiet throughout the meeting unless they were specifically 
asked to comment on something. They were both less experienced (one to two years 
teaching) and had started work immediately after completing their Bachelor’s degrees. In 
particular, they were very happy with using the Blackboard system; however, they did both 
suggest the need for more training for teachers and students.  
5.4  Data analysis: Reflective essays  
The analysis of the data collected in the reflective essays contributes particularly to answering 
the research question regarding cultural and social norms and their effect on female 
participants' acceptance and use of LCT in the College of Languages and Translation at KKU. 
Table 5.6 present the sample’s demographic distribution.  
Table 5.6 Distribution of the reflective essays sample  
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Female Faculty members  Variables  
Age  
G2 30 – 39 years (4)  
G3 40 – 49 years (1)  
G4 50 – 59 years (3)  
Educational attainment  
Master’s Degree (4)  
PhD (4)  
Academic title  
T2 Lecturer (4)  
T3 Assistant Professor (4)  
Teaching experience at university level  
  
X1 0-4 years (2)  
X2 5-9 years (2)  
  X3 10-14 years (2)  
X4 15-19 years (1)  
X5 20+ years (1)  
  
Total 8  
  
5.4.1 Analysis of the reflective essays of the study sample  
The respondents’ brief reflective responses were analysed. The short length of the reflective 
essays overall may have been because such participants were too busy to provide further 
details. Support and culture were the main emergent themes. The findings are presented in 
these sections.  
5.4.1.1 Findings related to support provided to participant female faculty  
The data analysis of the respondents’ replies showed that the support provided to them by 
the university administration, IT team, and colleagues was quite enough. One possible 
explanation for such a result is the fact that they most of respondents in this group wrote 
their replies and so liked to write positive responses regarding the sources of their support. It 
might also be due to the fact that respondents were senior lectures and assistant professors, 
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who do actually receive enough support and help due to seniority. Responses also showed 
positive perceptions towards the adoption of LCT in education. Most participants were all 
experienced lecturers, many with PhD degrees, who thus had greater freedom to use LCT as 
they chose, as well as access to more services and support, as reflected in their questionnaire 
responses. However, one respondent who was still young, between 19-29 with the least years 
of experience, mentioned that there was a lack of equipment, Internet connections, support 
services, and training at the university.  
5.4.1.2 Findings related to community culture and social norms  
The findings of the data analysis gathered by the discussion with the focus group and the 
open-ended queries revealed that the conservative community has a great effect on females' 
use of technology tools, mainly smartphones. Accessing social media is a real threat to their 
own privacy. In addition, most female participants believe that students’ misuse of social 
media and other new technologies could distract their attention to other issues other than 
the lecture content in the classroom, making the use of LCT a problematic option. Thus, 
lecturers sometimes, instead of encouraging students to use them to make up for the lack of 
computers in the lecture hall, are obliged to collect these phones, which in the end leads to 
depriving them of benefiting from them during the lecture time. One more interesting point 
that was revealed by reflective essays participants' responses showed that there is an actual 
need to raise students’ awareness about how to use technology appropriately in education 
before implementing LCT. Smartphones inside classrooms, they should be informed, are not 
for playing and chatting. Therefore, female participant faculty believe that it is crucial to 
organise training workshops and sessions to raise students' awareness and knowledge 
regarding the wise use of LCT for academic and educational purposes.  
  188  
5.5  Data analysis of open-ended questions  
The main aim of the open-ended questions directed to participants was to investigate the 
advantages of LCT and to discover whether participants were persuaded to utilise LCT. 
Moreover, they aimed to identify how to make LCT utilisation effective in making learning a 
foreign language more interesting and what improvements can be made, including time 
saving, enhancing the teaching and learning process, communication, self-learning, and being 
up to date. Besides this, they aimed to identify what obstacles meet faculty members when 
using LCT such as problems related to a shortage of Internet connections, lack of equipment, 
unmet training requirements, obstacles related to students’ skills, and 
insufficient technical support. Future encouraging factors such as advanced 
Internet services, resolving technical problems, meeting training requirements, and 
addressing social acceptability concerns are included, too.  
5.5.1 Thematic analysis of open-ended questionnaire questions  
  
The sample selection for questionnaire participants was discussed in chapter four; as 
previously outlined, the total number of participants was 127, of whom 59 were female. This 
latter group, though smaller in number, are the main concern of this study. Thirty-two of the 
59 female respondents answered the open-ended questions that asked them to provide 
additional reasons as to why they do or do not use LCT, and what might encourage them to 
use LCT in the future. An open question allowing them to subsequently add further details 
when reviewing their experiences and ambitions was also included.  
The next section offers a discussion of the emerging themes relating to culture in order answer 
the research question about how cultural influences affect participants’ practices when 
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utilising technology. Other emerging themes are also investigated to benefit future 
researchers in the field.  
Table 5.7 indicates the demographics of the female participants, along with the specific coding 
used to refer to participants in relation to their age group, academic title, and years of 
experience:  
Table 5.7 Demographic coding for open-ended question respondents  
Age (G)  Academic title (T)  Experience (X)  
G1 (19-29)  T1 (Teaching assistant)  X1 (0-4)  
G2 (30-39)  T2 (Lecturer)  X2 (5-9)  
G3 (40-49)  T3 (Assistant Professor )  X3 (10-14)  
G4 (50-59)  T4 (Associated Professor)  X4 (15-19)  
G5 (60+)  T5 (Full professor)  X5 (20+)  
5.4.2 Themes emerging from the analysis of open-ended questions  
The following section presents and explains the main themes and sub-themes emerging from 
participants' answers to the open-ended questions, with some quotations from participants’ 
responses. The main themes include the advantages and hindrances of LCT utilisation in 
addition to the required future support.  
5.5.1.1 Findings related to the advantages of encouraging LCT use  
The results showed that most of the participants (about 78%) asserted the importance of 
opening the doors that LCT offers to students whether inside or outside lecture halls and 
classrooms. The findings also revealed that LCT is both advantageous and less tedious. A fifth, 
21% of respondents mentioned support and 22% of them stressed the need to keep staff and 
students up to date with innovations in LCT utilisation as positive sentiments. One 
experienced participant, G3T3X4, said, “It is advantageous for both teachers and students,” 
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whereas a less-experienced lecturer, G2T2X1, said, “I get the chance to utilise both the 
conventional and LCT techniques in the classroom to help them learn in various ways, improve 
teaching/learning process, enhance communication and self-learning”.  
5.5.1.2 Findings related to making teaching and learning a foreign language more interesting  
  
The analysis of respondents' replies revealed interesting reasons and advantages of LCT 
integration for students whether inside or outside the classroom. One respondent, G3T3X4, 
for instance mentioned, "The use of LCT makes classroom performance more effective and 
helps much in teaching languages". The advantages of LCT utilisation are numerous, including, 
“LCT is an advanced approach to teaching and learning and raises interest among students” 
(G2T2X3), “The use of LCT is attractive, especially in learning foreign languages which is hard 
for most of our students” (G2T2X2), and “Students really enjoy classes where I use LCT” 
(G2T2X2).  
5.5.1.3 Findings related to the recognition of teaching  
  
The analysis of the gathered data revealed that academics who look to augment their teaching 
performance provided several values for adopting LCT in teaching. About 21% of the 
participants in the present study mentioned time saving as one advantage. Another 22% of 
them said that being up to date via the use of technology is another advantage. The findings 
showed that LCT is more convenient and less time-consuming. It is really enjoyable and makes 
the teacher feels happy that she is in a position to use up-to-date technology. It is also 
beneficial for both teachers and students. Besides this, the use of LCT along with traditional 
teaching methods helps students to learn in different ways.  
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The participants' answers to the open-ended questions proved the idea that using LCT 
improves the overall educational provision, articulation, and self-teaching. Nearly half of the 
participants (46%) believed that LCT use enhances the teaching process as well as the learning 
outcomes. For example, one junior participant, G1T1X1, wrote “Blackboard is great, and my 
students did well with it. Their self-learning and communication were enhanced, too”. Another 
respondent, G2T2X3, said, “I adopt some LCT materials because they enhance my students’ 
learning. It helps me to communicate with students inside and outside the classroom”. 
Furthermore, most participants emphasised the fact that the spread of the use of social media 
among students helps when using LCT and consequently enhances their learning of the English 
language in general.  
5.5.1.4 Findings related to hindrances to LCT utilisation  
The respondents' responses to the varied study tools revealed a set of obstacles distributed 
over four main sub-themes. The following sections will present the obstacles related to each 
sub-theme. This classification covers obstacles to utilising LCT as referred to by the 
participants in their responses to the open-ended questions. This classification included four 
sub-themes:  
5.5.1.4.1 Obstacles related to technical support and equipment  
The main aim of items related to this sub-theme was to address the various technical and 
support problems that inhibit effective LCT use in the educational process by faculty members 
at KKU. They tried to assess the availability of equipment, Internet, and Wi-Fi services. The 
responses of participants indicated that lecture halls and classrooms lack the presence of 
innovative hardware. Furthermore, web frameworks and Wi-Fi accessibility are fundamental 
hindrances to LCT utilisation inside the university. For instance, one respondent, G2T2X3, 
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mentioned that the biggest issue was Internet access in some areas of the campus; the 
Internet connection and speed was not that good, and so she did not think to utilise those 
tools that required a strong connection. Another respondent, G2T3X3, stated that the Internet 
was not available in the classroom most of the time. A third, G2T2X1, said that there was no 
computer in the classroom.  
5.5.1.4.2 Obstacles related to training  
The aim of items related to this sub-theme sought to identify the different obstacles that 
inhibit the effective use of LCT. The data analysis of the respondents indicated that both 
academics and students lack sufficient, or even any, training that aims to familiarise them with 
a comprehensive description of LCT’s advantages and the actualisation of new methods in 
expert practice. One respondent, G1T2X1, stressed the need for condensed training courses 
for both teachers and students. Another, G2T2X1, emphasised the importance of having 
workshops associated with using modern technology, especially related to language learning. 
A third academic, G2T1X1, said that continual training should be available for academics and 
students throughout the year.  
5.5.1.4.3 Obstacles related to students' skills and reactions  
  
The analysis of participant academics' replies to items related to this sub-theme revealed a 
set of social standards that might govern the spread of LCT utilisation on the university 
campus. Most responses were focused on participants' expectations with regard to the recent 
shifts, although minor, taking place in the conservative way of life imposed on females by 
Saudi culture. The hope, sooner rather than later, to be able to use virtual reality and more 
advanced technology, after gaining permission to use smartphones on female campuses, was 
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the most dominant expression by the more optimistic respondents, including G2T2X3. 
However, respondents G2T2X1 and G2T2X2 expressed their concerns regarding the use of 
smartphones on the females' campus saying that female students might not use their 
advanced smartphones in classes for purely study purposes but for the sake of filming their 
tutors, which would later cause problems for them. One main interesting obstacle revealed 
by the participants’ responses was related to students' ignorance and lack of inspiration or 
motivation. Participant academics, like G2T2X2, complained that students’ ignorance of using 
Blackboard hindered the lecturer's use of LCT, while G1T2X1 argued that most of her students 
were not motivated to learn English through technology and this was a major challenge for 
her.  
5.5.1.4.4 Obstacles related to technical assistance  
The participant females responded to one main open-ended question whether technical 
assistance while using LCT was vital and available when needed, or not. Several female 
respondents indicated that they do not usually receive any technical assistance when trying 
to utilise LCT in the classroom. They pointed out that the existence of the support team is very 
beneficial and specialised help is appreciated when it solves any technical problems as they 
arise, which in turn facilitates and reduces the time to convey LCT tools to students. An 
example of participants' replies from G2T2X3 summarised these issues: “There is a lack of 
technicians, especially on the female campus, and we need professional female technicians to 
help us utilise LCT faster”.  
5.5.1.5 Future support for LCT utilisation  
  
The main aim of the third open-ended question was to assess how female academics could 
be persuaded to utilise LCT in the long term. The replies of the respondents were categorised 
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into four main subjects: advanced IT issues, technical concerns, training requirements, and 
concerns over social standards, in order to understand how these issues can affect the 
enhancement of students' motivation and acceptance.  
5.5.1.6 Findings related to advanced Internet services  
The responses of most academics revealed their need to access advanced Internet services 
such as fast Internet connections and a strong Wi-Fi signal all over the females’ campus, in 
order to keep using LCT in the long term. Such needs were expressed by statements like: "We 
hope that we could have good infrastructure, we could witness the spread of smartphones 
among students, and we could see Net connections available everywhere,” in addition to, “We 
need prepared classrooms with technology, the Internet, smart boards, computers, and so on,” 
from G3T3X4 and G2T2X2 respectively.  
5.5.1.7 Findings related to LCT technical issues  
  
The analysis of the participants’ responses to the technical issues whose absence may harm, 
to a great extent, the utilisation of LCT in classrooms revealed interesting reactions. The 
absence of Internet connections and foundations in addition to the absence or scarcity of 
technical support and help were revealed as the most important issues that were of concern 
to the participant female faculty. Thus, most of them believed that providing them with 
specialised expert technical help whenever needed can save time and help in utilising LCT 
more successfully. Their data analysis also indicated that providing them with all essential 
information about learning, helping them to realise precisely how to utilise particular 
innovations effectively when instructing, can improve their integration of LCT into education. 
Therefore, a large number of participants stated that it is the job of the university 
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administration to provide instructors with an acceptable online service. One, G2T2X2, said, 
“we would like to have prompt specialised help when we require it”. Several reactions 
suggested that some tutors trust that they can receive expert help at any time, saving time 
and utilising LCT more successfully. Moreover, several instructors noted that they expected 
to pick up all the essential information about learning, clarifying precisely how to utilise 
particular innovations effectively when instructing, as required, confirming that the university 
administration must provide an acceptable online service.  
5.5.1.8 Findings related to requirements for training  
The findings indicated several requirements for training that encourages the long-term 
utilisation of LCT. A high proportion of participants revealed that they were technologically 
competent with a sense of being able to successfully use LCT as long as they can access 
preparation materials for vital learning and are given instructional exercises to show them 
how to use these materials in their teaching practices. An example of these requirements was 
expressed by one junior lecturer, G1T2X1: "We really hope to have more workshops, especially 
those ones related to new technology that we need”. Another participant, G2T2X2, said, “As 
foreign-language teachers, we need specific training regarding modern language-learning 
labs, and we hope to have experts on new apps and new websites that might make 
teaching/learning a foreign language easier and more interesting”.  
5.5.1.9 Findings related to socially acceptable concerns  
In accordance with Saudi females' social concerns and desires regarding the use of LCT, the 
responses of participant academics showed several ways by which female students can be 
helped to effectively adopt LCT in learning. One participant, G2T3X3, claimed that apart from 
the conservation of Saudi social standards, courses of appropriate instructional materials 
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ought to be offered to students to enhance their insights and to raise their attention towards 
LCT use. On the contrary, another participant, G2T3X1, said that female students abuse LCT. 
They ignore its importance in learning, which causes some teachers to stop utilising 
innovation inside the classroom. Therefore, the faculty believe that Saudi social concerns 
should be accounted for when looking at new educational approaches. In other words, 
teachers, as stated by G2T3X3, have to filter any content taken from the Internet to ensure 
that it suits the social norms of Saudi society. It is essential that the relation between the 
instructor and students should be built on respect, confidence, and appreciation, because 
instructors are the sources of inspiration to students, and are aware of the need to retain 
students’ confidence and trust. Another interesting remark provided by participant 
instructors is the fact that faculty members should motivate and encourage students to use 
advanced LCT to be able to cope with modern technology. One instructor, G2T2X2, said that 
helping students to use LCT effectively contributes to helping them learn English as a foreign 
language.  
5.6  Data analysis: Survey questions  
This section presents an analysis of the gathered data. A two-version questionnaire, i.e. soft 
and hard, was distributed to female participants. Both versions were distributed in Arabic and 
English to suit the preferences of the participants. Ten hard copies were handed to the vice-
dean, who distributed them to faculty members at the College of Languages and Translation 
at KKU. Out of the ten copies, only four were appropriately completed. Other participants 
(N=55) completed the questionnaire online. Thus, the total number of participants was 59. 
The abductive approach was used to classify the data provided.  
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The questionnaires were distributed, completed, collected, and returned to me. These 
physical copies were accessed by only four female participants, however, the remaining 55 
female participants completed the survey online, for a total of 59 responses. On examination 
of the responses, each classification type appears to be associated with numerous subjects; 
these have thus been broken down using an abductive reasoning approach.  
5.6.1 Data measurement  
  
A five-point Likert scale was used to assess the responses of participants to the questionnaire 
items as shown in Table 5.8.  
  
Table 5.8 Likert scale for data measurement  
Degree  Strongly agree  
Agree  
Neutral  Disagree  Strongly disagree  
Measurement  5  4  3  2  1  
  
It is worth mentioning that a Likert-type scale was chosen because these are considered 
among the most consistent and frequently used measures. This is because such scales are 
easily analysed statistically as well as being controllable due to offering items that require a 
specific response while offering respondents the opportunity to choose from graded levels of 
answer.  
5.6.2 Study sample  
Fifty-nine female academics who were all faculty members at the College of Languages and 
Translation at KKU took part in the present study. Table 5.9 shows the distribution of these 
participants according to their demographic characteristics.  
Table 5.9 Demographic coding for questionnaire respondents  
Statement  Variables  N =  59  
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Frequency  %  
Age  19 – 29 years  8  13.6  
30 – 39 years  28  47.5  
40 – 49 years  16  27.1  
50 – 59 years  7  11.9  
60 and more  0  0  
Educational 
attainment  
Bachelor’s degree  5  8.5  
Master’s degree  20  33.9  
PhD  34  57.6  
Academic title  Teaching assistant  9  15.3  
Lecturer  38  64.4  
Assistant professor  11  18.6  
Associate professor  1  1.7  
Full professor  0  0  
Teaching 
experience at 
university level  
0 – 4 years  7  11.9  
5 – 9 years  30  50.8  
10 – 14 years  11  18.6  
15 – 19 years  5  8.5  
20 and more  6  10.2  
Total  59  100  
  
5.5.3 Statistical methods  
  
SPSS IBM version 22.0 was used to perform a set of statistical analyses:  
1- Frequency and percentage tests;  
2- Non-parametric Binomial tests;  
3- Non-parametric Mann-Whitney tests; and 4- Non-parametric Kruskal Wallis 
tests.  
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It is worth noting that non-parametric analysis was used because of the nature of the data. 
Grading on the Likert scale is ordinal not numerical, and so mean scores and standard 
deviations are not enough to explain the findings.  
5.6.3 Findings related to participants' perceptions about LCT use  
To identify the participants' perceptions about LCT use, frequencies and proportions of their 
responses were extracted. The results are shown in Table 5.10.  
Table 5.10 Factors identified as influencing the acceptance of LCT  
No.  Factors  #  Strongly 
agree  Agree  Neutral  Disagree  
Strongly 
disagree  T.  
1  
The engagement of my 
students is improved by 
applying LCT in the 
classroom.  
N  0  15  42  2  0  59  
%  0  25.4  71.2  3.4  0  100  
2  
I am able to draw on LCT 
to enhance my teaching 
quality.  
N  21  24  14  0  0  59  
%  35.6  40.7  23.7  0  0  100  
3  
I have sufficient 
resources to make use of 
LCT.  
N  24  23  12  0  0  59  
%  40.7  39.0  20.3  0  0  100  
4  I can easily adapt to new 
technologies.  
N  20  21  10  5  3  59  
%  33.9  35.6  16.9  8.5  5.1  100  
5  
When I encounter an 
issue or difficulty using 
LCT in the classroom, I 
can rely on a mandated 
team of tech support 
within the university for 
assistance.  
N  31  20  7  1  0  59  







6  The use of LCT is  N  18  14  10  5  12  59  
 encouraged by the 
university 
administration.  
%  30.5  23.7  16.9  8.5  20.3  100  
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7  
I was encouraged to use 
LCT by colleagues whom 
themselves draw on 
technology in teaching.  
N  29  14  9  6  1  59  
%  49.2  23.7  15.3  10.2  1.7  100  
8  
My students are keen to 
adopt LCT in their 
learning.  
N  22  16  12  6  3  59  
%  37.3  27.1  20.3  10.2  5.1  100  
9  
I can use LCT easily in 
and outside the 
classroom.  
N  16  23  16  4  0  59  
%  27.1  39.0  27.1  6.8  0  100  




The findings in Table 5.10 revealed that participant academics strongly agreed (34.1%) and 
agreed (32.1%) with the factors that might influence their LCT use in teaching. Nevertheless, 
24.8% were not certain of the effectiveness of these factors in improving their students' 
engagement. Only 5.4% of respondents disagreed and 3.6% strongly disagreed with the fact 
that these elements would help improve their students' engagement in the classroom. Taking 
into account each item separately, the results showed that most participants (71.2%) in 
comparison with the few (3.4%) who disagreed and 25.4% who agreed were not sure of the 
effectiveness of applying LCT in the classroom to increase students' engagement. With regard 
to participants' ability to enhance their teaching quality by drawing on LCT, the results show 
that 35.6% of them strongly agreed and 40.7% agreed, in comparison with 23.7% who were 
unable to decide. None of them disagreed or strongly disagreed. With regard to having 
sufficient resources to make use of LCT, about 80% of respondents showed their agreement 
(40.7% strongly agreed and 39.0% agreed) whereas 20.3% were uncertain of these resources. 
A high proportion asserted that faculty members can easily adopt new technologies: 33.9% 
showed their strong agreement and 35.6% showed agreement while 16.9% were not sure and 
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14% did not agree with this fact. The statement "When I encounter an issue or difficulty using 
LCT in the classroom, I can rely on a mandated team of tech support within the university for 
assistance" revealed a high agreement level by respondents: 33.5% and 52.5% of participants 
showed their agreement and strong agreement compared with only 11.9% who were unsure 
and 1.7% who disagreed.  
Participants' responses to whether the university administration encourages LCT use revealed 
that about half of them agreed (30.5% strongly agreed and 23.7% agreed) on this issue, while 
20.3% of respondents expressed their refusal or strong disagreement, indicating that the 
university administration does encourage LCT utilisation in the classroom. The answers of 
respondents to "I was encouraged to use LCT by colleagues whom themselves draw on 
technology in teaching" indicated that 72.9% showed agreement with this statement. Only 
11.9% of responses expressed their disagreement with the encouragement of colleagues to 
use LCT. Moreover, when replying to students' keenness to adopt LCT in learning, the 
responses showed that 64.4% were in agreement with this issue (37.3% strongly agreed and 
27.1% agreed). The other respondents were either unable to decide or in full disagreement. 
Finally, out of academics' responses to whether they are able to easily use LCT inside and 
outside the classroom, two-thirds of them (27.1% strongly agreed and 39.0% agreed) asserted 
their ability to do so compare with the other third (27.1% and 6.8%) who were either unable 
to make up their minds or in full disagreement.  
5.6.4 Findings related to obstacles to LCT use  
To identify the participants' perceptions of the obstacles to LCT acceptance and use, the 
frequencies and proportions of their responses were extracted. The results are shown in Table 
5.11.  
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Table 5.11 Factors identified as limiting the acceptance of LCT  
No.  Factors   #    Strongly 
agree  Agree  Neutral  Disagree  
Strongly 
disagree  T.  
10  
 I am hindered in     
N  
  
23  26  9  1  0  59  adopting LCT tools in 
my classroom when   
I find my student s  
%  
83.1  
39.0  44.1  15.3  1.7  0  10 
0  
incorrectly using   
them.   
11  
 In the digital era, it is   
N  
  
6  24  19  7  3  59  still convenient for   
me to draw on   
traditional teaching   
%  
50.9  
10.2  40.7  32.2  11.9  5.1  10 
0  methods in the   
classroom .  
12  
 The shortage o f   
N  
  
10  23  19  6  1  59  Saudi Arabia n  
university ICT  
infrastructure means  
%  
55.9  
16.9  39.0  32.2  10.2  1.7  10 
0  
that I often find it   
difficult to   
incorporate new   
ICTs within the   
teaching and  
.  
learning   
environment 
13  
 There is not enough    N    10  18  14  13  4  59  
technical support   
within the  
  %  
47.4  
16.9  30.5  23.7  22.0  6.8  10 0  university.
14  
 It is important, in my   N    40  16  3  0  0  59  
opinion, to use both    
%  
94.9  
67.8  27.1  5.1  0  0  10 
0  
traditional teaching  
methods and LCT in 
the classroom to   
maximise my  
.  
teaching   
performance 
15  
In my opinion, mixing 
both methods 
(traditional and LCT) 
in the classroom 
helps to enhance my 
students’ outcomes.  
 N    40  12  5  0  2  59  
%  
88.1  
67.8  20.3  8.5  0  3.4  10 
0  
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  Average    
68.4  
35.0  33.4  20.5  8.5  2.6    
  
The findings in Table 5.11 revealed that participant academics strongly agreed (35%) and 
agreed (33.4%) with the presented challenges and barriers that influence their LCT use in 
teaching. Nevertheless, one-fifth (20.5%) were not certain of the effectiveness of these factors 
in hindering their students' engagement, in comparison with 11.1% who disagreed with 
considering them as main barriers and challenges. The other portion (20.5%) were not able to 
decide whether they are barriers and challenges.  
Considering each item separately, the results show that that 83.1% of respondents (44.1% 
agreed and 39% strongly agreed) saw a statement like "I am hindered in adopting LCT tools in 
my classroom when I find my students incorrectly use them", as a real challenge or barrier. 
The other portion (15.3%) were not able to decide and 1.7% disagreed with accounting for 
this fact as a barrier. With regard to participants' ability, in the digital era, to draw on 
traditional teaching methods in the classroom, nearly half of the respondents (50.9%) 
indicated their agreement (10.2% strongly agreed and 40.7% agreed). Meanwhile the other 
half of them were uncertain (32.2%) or did not agree(17%). Participants' responses to the idea 
that "The shortage of Saudi Arabian university ICT infrastructure means that I often find it 
difficult to incorporate new ICTs within the teaching and learning environment" revealed that 
about half of the respondents (55.9%) agreed (39% agreed and 16.9% strongly agreed) that 
they looked at it as a challenge. However, 32.2% were not able to make up their minds in 
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addition to 11.9% who did not agree that a shortage in the Saudi university infrastructure is a 
challenge for them. In accordance with the lack of technical support provided by the 
university, faculty members did not believe that this was a severe challenge, as less than 50% 
agreed (30.5% agreed and 16.9% strongly agreed) in comparison with 23.7%, 22% and 6.8% 
who could not decide, disagreed, or strongly disagreed respectively. Participants' responses 
to whether it is important to use both traditional teaching methods and LCT in the classroom 
to maximise teaching performance revealed that a very high proportion (94.9%) agreed, 
among which 27.1% and 67.8% agreed and strongly agreed. Only 5.1% were neutral, i.e. could 
not make a decision. The answers of the respondents to whether mixing both methods 
(traditional and LCT) in the classroom helps to enhance students’ outcomes indicate that the 
majority of faculty members, 88.1%, agreed (20.3% agreed and 67.8% of participants strongly 
agreed) that the use of traditional ways enhances students' learning outcomes. However, 
3.4% of responses expressed their disagreement in addition to 8.5% who could not decide 
whether the use of both teaching methods is a challenge or not for the enhancement of their 
students' learning outcomes.  
In short, the responses of participant academics revealed a high level of agreement (94.9%) 
regarding the necessity of mixing both traditional and technology-based methods in teaching 
to enhance teaching performance (Q.14), and a similarly high agreement level (88%) 
supporting the importance of using mixed methods to enhance students’ outcomes (Q.15). 
The findings also revealed a high level of confidence among female academics regarding the 
necessity of using both methods in teaching; although the agreement tendency appears to be 
high on these factors, so it may be influenced by similar proportions of female participants 
(83%) agreeing with the notion that it is still convenient for them to depend on traditional 
methods in their teaching practices (Q.11). This might suggest a belief among female 
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academic participants in the importance of using traditional methods in a Saudi context, 
although this may be adopted alongside LCT.  
Another barrier related to students’ reactions (Q.10) received strong agreement within 
participants’ responses (83% in total). This suggests that participants who participated in this 
study seems to believe that students’ reactions can impede their use of LCT, particularly when 
technology is incorrectly used.  
Another point related to the availability of technical support appeared to cause participants 
some confusion. Almost half of the lecturers (47%) felt that the available technical assistance 
was insufficient, while many other participants were unsure (23.7%) and preferred to remain 
neutral; less than a third rejected this notion (29%) (Q.13).  
5.6.5 Data analysis related to the level of LCT acceptance by participant female faculty  
Based on TAM, the intentions and beliefs of participant female academics with regard to the 
perceived usefulness and perceived ease of use represented by their responses to items 
included in the questionnaire were analysed to identify the levels of their LCT acceptance. The 
findings are presented in the following sub-sections.  
Findings related to participants' perceived usefulness and ease of use  
  
5.6.5.1 Findings related to the perceived usefulness of LCT use  
The answers of the participants to the first question concerning the usefulness of LCT in the 
improving students’ engagement in classroom showed a low level of agreement. Nearly a 
quarter (15 out of 59) showed agreement that LCT use can improve and increase students' 
engagement in the classroom. The majority of participants' responses (42 out of 59) were 
neutral, i.e. they were not able to decide whether LCT use enhances students' engagement or 
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not. Thus, it can be concluded that although participants believe that LCT use is useful and 
important in the classroom, they are still not confident about the readiness, motivation, and 
reactions of their students. Furthermore, the responses of participants to the second question 
regarding the role using LCT plays in enhancing the quality of their teaching, the majority (45 
out of 59) were in full agreement. In other words, most female academic participants were 
sure that LCT use is useful and leads to the improvement of their teaching quality.  
5.6.5.2 Findings related to the perceived ease of LCT use  
Once again, TAM was used to assess participants' views regarding the perceived ease of LCT 
use in teaching, which plays a significant role in their technology acceptance. The responses 
of the majority to certain items involved in the study revealed their agreement with the fact 
that LCT was easy to use in teaching inside the classroom. Their responses to Question 4, for 
instance, indicated that 41 out of 59 were in agreement that the new technology available 
was easy to use for teaching. Besides this, their responses to Question 9, revealed that 39 out 
of 59 or about 66% of them showed agreement with the idea that various types of available 
technology were used easily inside and outside classrooms. So, LCT was easily adopted for 
teaching by most participants. In addition, their replies to Questions 14 and 15 revealed that 
most of them (56 and 52 out of 59 respectively) had a high tendency to use a mix of traditional 
teaching methods and LCT inside the classroom. Nevertheless, age and years of experience 
played significant roles in academics’ LCT acceptance due to their LCT PU PEOU. For example, 
one participant who was 19-29 years old with less than five years of experience expressed 
that the lack of equipment, Internet connection, support services, and training are real 
hindrances that affect her use of LCT. Other participants who were experienced lecturers and 
PhD holders did not suffer from such a shortage because they were free to use LCT more 
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widely and had access to more services and support, as reflected in their questionnaire 
responses.  
In comparison, the responses of male academics (39 out of 68) indicated a similar tendency 
in accordance with the benefit of enhancing students' engagement in classroom when LCT is 
used. Furthermore, their responses to Question 2 (53 out of 68) showed that they were more 
confident regarding the benefits of using modern technology in education. The responses to 
Question 4 (54 out of 68) also indicated that they were more confident than their female 
colleagues of their ability to use technology because, as they claimed, it was easy to use. With 
regard to the use of a mix of traditional teaching methods and LCT, males' responses to 
Questions 14 and 15 (56 and 54 out of 68) showed that their tendency was similar to the 
tendency of their female colleagues.  
5.7 Non-parametric test results  
5.7.1 Findings related to factors influencing participants' acceptance of technology  
In order to check whether the responses of participants were significant, a non-parametric 
binomial test to calculate the value of significance for each item was used. The results appear 
in Table 5.12.  
Table 5.12 Factors influencing participants acceptance of LCT  
No.  Influencing Factors  Group  Category  
 Female = 59  
N  %  Sig.  
1  The engagement of my students is improved by applying LCT in the classroom.  
Gro. 1  ≤ 3  44  0.75  
0.000  
Gro. 2  > 3  15  0.25  
2  I am able to draw on LCT to enhance my teaching quality.  
Gro. 1  ≤ 3  14  0.24  
0.000  
Gro. 2  > 3  45  0.76  
3  
I have sufficient resources to make use of LCT.  Gro. 1  ≤ 3  12  0.20  
0.000  
Gro. 2  > 3  47  0.80  
4  I can easily adapt to new technologies.  Gro. 1  ≤ 3  18  0.31  0.004  
Gro. 2  > 3  41  0.69  
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5  
When I encounter an issue or difficulty using 
LCT in the classroom, I can rely on a mandated 
team of tech support within the university for 
assistance.  
Gro. 1  ≤ 3  8  0.14  
0.000  
Gro. 2  > 3  51  0.86  
6  
The use of LCT is encouraged by the university 
administration.  
Gro. 1  ≤ 3  27  0.46  0.603  
  Gro. 2  > 3  32  0.54  
7  
I was encouraged to use LCT by colleagues 
whom themselves draw on technology in 
teaching.  
Gro. 1  ≤ 3  16  0.27  
0.001  
Gro. 2  > 3  43  0.73  
8  My students are keen to adopt LCT in their learning.  
Gro. 1  ≤ 3  21  0.36  
0.036  
Gro. 2  > 3  38  0.64  
9  I currently have an easy time drawing on LCT in the classroom.  
Gro. 1  ≤ 3  20  0.34  
0.018  
Gro. 2  > 3  39  0.66  
 Total  Gro. 1  ≤ 3  2  0.03  0.000  Gro. 2  > 3  57  0.97  
  
The results in Table 5.12 reveal that eight of the included factors are statistically significant 
because the significance values are less than 0.05. However, Item 6 on the encouragement of 
the university administration to use LCT was not considered significant (Sig=0.603) by 
participants. That is, eight of the nine items involved in this domain were considered to be of 
great influence on the female academic members' acceptance of technology. The 
encouragement of the university administration was not regarded as an effective factor in 
persuading them to accept and adopt technology in teaching.  
   
5.7.2 Findings related to factors limiting participants’ acceptance of technology  
In order to check whether participants' responses were significant, a non-parametric binomial 
test to calculate the value of significance for each item was used. Table 5.13 presents the 
results.  
Table 5.13 Factors limiting participants’ acceptance of LCT  
No.  Limiting Factors  Group  Category  
Female = 59  
N  %  Sig.  
10  
I am hindered in adopting LCT tools in my 
classroom when I find my students incorrectly 
using them.  
Gro. 1  ≤ 3  10  0.17  
0.000  
Gro. 2  > 3  49  0.83  
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 11  
In the digital era, it is still convenient for me to 
draw on traditional teaching methods in the 
classroom.  
Gro. 1  ≤ 3  29  0.49  
0.998  
Gro. 2  > 3  30  0.51  
12  
The shortage of Saudi Arabian university ICT 
infrastructure means that I often find it difficult 
to incorporate new ICT within the teaching and 
learning environment.  
Gro. 1  ≤ 3  26  0.44  
0.435  
Gro. 2  > 3  33  0.56  
13  There is not enough technical support within the university.  
Gro. 1  ≤ 3  31  0.53  
0.795  
Gro. 2  > 3  28  0.47  
14  
It is important, in my opinion, to use both 
traditional teaching methods and LCT in the 
classroom to maximise my teaching 
performance.  
Gro. 1  ≤ 3  3  0.05  
0.000  
Gro. 2  > 3  56  0.95  
15  
In my opinion, mixing both methods (traditional 
and LCT) in the classroom helps to enhance my 
students’ outcomes.  
Gro. 1  ≤ 3  7  0.12  
0.000  
Gro. 2  > 3  52  0.88  
16  
The failure of teaching staff to move on from 
traditional ways of teaching prevents integration 
of LCT in the classroom.  
Gro. 1  ≤ 3  25  0.42  
0.298  Gro. 2  > 3  34  0.58  
Total  Gro. 1  ≤ 3  3  0.05  0.000  Gro. 2  > 3  56  0.95  
Table 5.13 shows that some factors such as students' incorrect use of LCT, the use of 
traditional teaching methods along with LCT in the classroom to maximise the teaching 
performance, and the use of traditional methods along with LCT to enhance students’ 
outcomes, were significant in limiting the participants' acceptance of technology. Their 
significance values were less than 0.05. Nevertheless, items related to participants’ beliefs 
about drawing on traditional methods in the era of technology, the shortage in the 
infrastructure of the university, the shortage in technical support within the university, and 
the failure to move on from traditional ways were not accounted for as limiting factors that 
affect their acceptance of technology. Their significance values were greater than 0.05.  
5.7.3 Findings related to female participants' age  
In order to understand whether the age of participants has any effect on their responses to 
both influencing and limiting factors affecting their acceptance of technology, the Kruskal 
Wallis Test was used. The results are shown in Table 5.14.  
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Table 5.14 Kruskal Wallis Test for differences due to participant females' age  
Factors  Groups  N  Mean Square  Kruskal 
Wallis Test  df  Sig.  
Influencing  
19 – 29 years 8 17.88 
7.432 3 0.059 
30 – 39 years 28 30.41 
40 – 49 years 16 37.31 
50 – 59 years 7 25.50 
60 and more 0 0 
TOTAL 59  
Limiting  
19 – 29 years 8 25.69 
0.625 3 0.891 
30 – 39 years 28 30.96 
40 – 49 years 16 30.63 
50 – 59 years 7 29.64 
60 and more 0 0 
TOTAL 59  
 
The findings in Table 5.14 indicate no significant differences (α=0.05) between all participant 
females regarding the influencing and limiting factors due to their age. In other words, age 
was not an effective moderator of technology acceptance among female academics and thus 
all participants believe that the use of LCT enhances their teaching quality and increases 
student engagement.  
  
5.7.4 Findings related to female participants' educational attainment  
In order to understand whether the educational attainment of participants has any effect on 
their responses to both influencing and limiting factors affecting their acceptance of 
technology, a Kruskal Wallis Test was used. The results are shown in Table 5.15.  
Table 5.15 Kruskal Wallis Test for differences due to participant females' educational 
attainment  





Df  Sig.  
Influencing  
Bachelor’s degree  5  15.50  
4.317  2  0.115  
Master’s degree  20  29.43  
PhD  34  32.47  
TOTAL  59    
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Limiting  
Bachelor’s degree  5  30.10  
1.107  2  0.575  
Master’s degree  20  33.17  
PhD  34  28.12  
TOTAL  59    
The findings in Table 5.15 indicate no significant differences between all participant females 
regarding the influencing and limiting factors due to educational attainment. In other words, 
the scientific qualifications of participant females were not effective in creating differences 
between them regarding the use of LCT to enhance their teaching quality and increase student 
engagement.  
  
5.7.5 Findings related to female participants' academic title/rank  
In order to understand whether participants' academic title affected their responses to both 
influencing and limiting factors on their acceptance of technology, a Kruskal Wallis Test was 
used. The results are shown in Table 5.16.  
  
Table 5.16 Kruskal Wallis Test for differences due to participant females' academic title  
Factors  Groups  N  Mean  
Square  
Kruskal 
Wallis Test  Df  Sig.  
Influencing  
Teaching assistant  9  21.50  
4.429  3  0.219  
Lecturer  38  31.09  
Assistant professor  11  34.86  
Associate professor  1  11.50  
TOTAL  59    
Limiting  
Teaching assistant  9  36.11  
7.076  3  0.070  
Lecturer  38  25.89  
Assistant professor  11  37.09  
Associate professor  1  53.00  
TOTAL  59    
  
Table 5.16 shows that there were no significant differences (α=0.05) between participant 
females' responses with regard to the influencing and limiting factors due to their academic 
titles. To put it in other words, academic title or rank was not an effective factor that can have 
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an influence on academics’ acceptance of technology. The findings also emphasise the fact 
that all participants of different academic ranks have the same barriers facing LCT integration 
in the classroom.  
5.7.6 Findings related to female participants' teaching experience at university  
In order to understand whether participants' teaching experience at university affected their 
responses to both influencing and limiting factors affecting their acceptance of technology, a 
Kruskal Wallis Test was used. The results are shown in Table 5.17.  
Table 5.17 Kruskal Wallis Test for differences due to participant females' teaching experience  
Factors  Groups  N  Mean Square  Kruskal 
Wallis Test  df  Sig.  
Influencing  
0 – 4 years  7  19.21  
5.038  4  0.283  
5 – 9 years  30  30.52  
10 – 14 years  11  37.36  
15 – 19 years  5  26.70  
20 and more  6  29.25  
TOTAL  59    
Limiting  0 – 4 years  7  26.21  3.560  4  0.469  
 5 – 9 years  30  29.05     
10 – 14 years  11  26.68  
15 – 19 years  5  40.00  
20 and more  6  36.92  
TOTAL  59    
  
The results of the Kruskal Wallis Test do not reveal any significant differences (α=0.05) 
between female academics' perceptions towards the influencing and limiting factors that 
could be due to their teaching experience at university. That is, participants' years of 
experience do not play a significant role in their acceptance and adoption of technology inside 
the classroom for teaching purposes. One interesting interpretation for this result is the strong 
belief of all faculty members at the university in using traditional methods in the Saudi context 
along with LCT for the sake of their students' better achievement.  
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5.8 Differences between focus group, questionnaire, and reflective essay data  
  
The different types of data reveal contradictions in some cases, such as in G1T2X1’s responses: 
when asked in the questionnaire about the university administration’s encouragement and 
support, she noted that there was not enough support, which made using LCT a challenge for 
her. A minor discrepancy arose where G1T2X1 spoke more freely in the focus group 
discussion, when there was no one from the university administration present, than when 
responding to the questionnaire. This may have occurred because she was convinced by the 
views of her colleagues or friends during the focus group discussion and wanted to align 
herself more closely with them.  
Another participant (G2T2X1), when asked about her use of LCT via questionnaire, stated that 
she had never used LCT, but that she intended to in the future. In the focus group discussion, 
however, she said that she did use the Blackboard platform and sometimes used YouTube. 
This may have occurred because she did not consider Blackboard to be a type of LCT, despite 
this being clearly stated in the introduction to the questionnaire, or it could be because she 
was rushing to answer the full questionnaire and was not fully conscious of her answer at that 
time. Another reason could be that she wanted to fit in with her colleagues during the focus 
group discussion and thus claimed that she used LCT in some way.  
In addition, when G3T3X3 was asked about the availability of technicians in terms of offering 
help and sufficient resources, her responses were positive, despite the fact that in the focus 
group discussion, she claimed that additional technician support and resources were required 
to make LCT use more efficient. It is possible that she herself may have received additional 
support, as she is a highly experienced staff member and holds an important position, yet it is 
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noteworthy that her opinion was different when discussing this issue in front of her 
colleagues. This highlights how different types of data collection can generate different 
interpretations and clues depending on the atmosphere, time, place, and context involved. 
One further explanation for such seeming discrepancies may be the gap of approximately four 
months between collecting the questionnaire data, the focus group, and the reflective 
journals, which may have allowed changes in situations or the development of cognitive 
dissonance or contradictions in opinions regarding a specific issue.  
However, two participants, when asked about encouragement and support from the 
university administration, gave a positive response in the questionnaire as well as in their 
reflective essays. Although both participants were from the same age group and held the 
same academic standing, they differed in terms of their total years of experience, with one 
being X1 and the other being more experienced at X3. Overall, the differences suggest that 
older participants holding administrative and academic positions may be more cautious in 
terms of their responses, being more concerned about who might see them. This may also be 
because both data types, the questionnaires and reflective essays, were written, and the 
participants may thus have consciously revised their responses several times.  
5.8.1 Influence of personal variables in different datasets  
  
To identify the influences of personal variables on the perceptions of academics, the 
responses of those in similar age groups, with similar academic titles, similar experiences, and 
similar responses towards specific themes were grouped together. The following section 
illustrates some of the variables among the female academics and the effects these had on 
their responses to the main themes in this study.  
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According to the G3s’ responses in the focus group discussion, those in this age group are not 
confident about cultural effects on either tutors’ or students’ use of technology. G3T3X3 said, 
“My students become more excited and engaged when I use LCT”. She added, “We, me and 
my colleagues, [have used] LCT since its beginning at KKU and [have] no noticeable culture 
concerns”. This may be the case, yet there is a clear cultural barrier in terms of responses by 
age notable in G3. While only one of the participants represented both G3 and X3 among 
focus group participants, the same idea was supported by seven out of eight mature female 
participants in their reflective essays.  
It is noteworthy that those in the middle-aged group, G2, were the most frequent participants 
in the focus group discussion (10 out of 16). Their responses indicate high usage of both 
traditional and LCT methods, but with a greater tendency towards using LCT than G1. This 
might suggest they have more experience using technology and might gain more support from 
university administrators and colleagues. This is further supported by their opinions regarding 
facilities, resources, and support, which focus on their need for more. One of them, G2T2X2, 
said outright, “We still need more equipment and stronger Internet”.  
Perhaps surprisingly, the responses from G1, the youngest group, which was less than half the 
size of the middle-aged group (5 compared to 16), implied that they are happy about the 
facilities they have access to; this might suggest that they do not use LCT as widely as they use 
both methods together, perhaps because they are less experienced with X1. They may thus 
find that what is available suits their experience and needs.  
5.8.2 Triangulation of the female dataset analysis  
  
Developing a greater understanding of the female participants’ answers to the survey was an 
important step in assessing the data from the focus group settings and reflective essays more 
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effectively. This was thus done in detail, ensuring that relevant information was highlighted 
as discussed in this section.  
In order to complete the picture of female perceptions of the use of LCT in the Saudi context 
and how such perceptions might affect their practice when teaching foreign languages, I thus 
triangulated the three datasets from the focus groups, reflective essays, and questionnaires. 
The results from the three data sets were synthesised and integrated to develop a more in-
depth explanation of the study’s outcomes.  
The data obtained from the reflective journals was generally short, direct, and focused on 
specific issues, while the data from the focus group discussion was much more detailed and 
included a variety of emotional expressions, opinions, and discussions of different issues aside 
from the main topics. The questionnaire provided an appropriate level of required 
information about participants’ attitudes towards, perceptions of, and actual practices within 
LCT, especially in terms of their responses to open-ended questions. Other responses to 
questions provided a more general idea about their views. The limitations were that such 
responses focused only the questions asked; thus, the data gained was limited.  
Point-by-point data from the open-ended questionnaire was combined with the information 
obtained from the Likert-style questionnaire, focus group interviews, and reflective journals 
for this investigation. The items pertaining to the management of barriers to the utilisation of 
LCT produced a high response rate in terms of agreement among female tutors, who tended 
to be confident about the challenges that they might face and the suggested encouragement 
factors that they might receive. Moreover, the reflective essay results suggested a similar 
tendency of confidence among female academics that they had  
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adequate facilities, resources, and services to encourage them to use LCT. However, in the 
focus group interviews, some of the female academics stated that they were not satisfied with 
the services and facilities provided; these comments appeared more prevalently in groups 
where no participants held management positions.  
The majority of remarks were connected to specialised areas and training requirements, 
highlighting uncertainty and a tendency to “hesitation” regarding the availability of 
specialised help, administration encouragement, and reliable web frameworks within the 
university, including instructional training for female students and tutors; this mood was 
highly prevalent in the focus group and questionnaire results, yet was rejected in the reflective 
journal results. With regard to Saudi social standards, the respondents communicated several 
concerns about utilising LCT, as it is seen to affect some of these standards, such as female 
privacy; this sentiment appeared only in the focus group and was rejected in the reflective 
journals.  
Moreover, the female participants’ responses, especially in the focus group and 
questionnaire, suggested that they were confident, despite the lack of encouragement and 
support from university administration, colleagues, and professional teams, that they could 
solve problems related to LCT usage and lack of resources. There was some support for the 
idea that there was, in fact, sufficient help and support when required, especially in the 
reflective journal results.  
The female lecturers’ responses generally indicated that they were confident about their 
ability to utilise LCT in their classrooms, though they were less confident about their students’ 
abilities, as evidenced in two of the datasets (questionnaire and reflective journals). The focus 
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group responses, however, suggested that respondents based their techniques more on 
traditional methods than LCT, while the lack of confidence in the students remained.  
5.9 Conclusion  
This chapter covered the thematic and the statistical analyses (qualitative and quantitative 
analysis) of three datasets (focus group, reflective essays, and survey open-ended 
questionnaires and Likert scale questions) and offered some preliminary results. The ultimate 
aim of this chapter was to analyse the female dataset in depth, concentrating on the impact 
of personal variables, such as age, experience, and academic qualifications, on the 
participants’ perceptions, and to investigate how Saudi culture might influence female 
academics’ perceptions and use of LCT at KKU. All three datasets were thus analysed with the 
aim of creating a comprehensive picture of the effect, or non-effect, of various cultural norms 
and personal variables on academics’ perceptions and use of technology within the teaching 
process. By applying a thematic analysis approach to all three datasets, various overlapping 
themes and sub-themes emerged, as illustrated throughout the chapter.  
In this chapter, the data collated from the questionnaire was also interpreted from several 
different angles, exploring the relationships between themes. As noted in the methodology 
chapter, the answers to the questionnaire helped to answer the research questions related 
to teachers’ academic perceptions of the use of technology, the encouragement they have 
received, and the limitations they have encountered. The questionnaire data as interpreted 
and discussed addressed these enquiries, and the results will be discussed further in relation 
to other information from the study in chapter seven.  
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Male data analysis and preliminary results is introduced in chapter six, where male academics 
in this research act as a comparator to the females who are the main focus of the 
investigation. A comparison between female and male academics is also introduced.  
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CHAPTER SIX 
Male questionnaire data analysis and findings 
  
  
Chapter Two: Background and context of the study: Higher education in Saudi 
Arabia and University of King Khalid University  
  
  
Chapter Three: Literature review, Conceptual framework, and Theoretical 
framework  
  
Chapter Four: Research methodology and data collection design  
Chapter Five: Presentation, analysis and outcomes of the focus group, reflective journal 
and questionnaire data from female academics  
  
Chapter Six: Outcomes of the questionnaire data from Saudi male academics and a 
comparison of female and male academics’ responses  
  
Chapter Seven: Interpretation and discussion of the findings  
  
Chapter Eight: Summary and conclusion  
  
6.1  Introduction  
The main concern of the present study was the investigation of the perceptions of Saudi 
female faculty members at the College of Languages and Translation at King Khalid University 
in Saudi Arabia regarding the factors that encourage or discourage them to use LCT while 
teaching. Therefore, the focus was mainly on the perceptions of these females. Nevertheless, 
investigating the perceptions of male academics at the same college and university was done 
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for the sake of making comparisons between the genders' perceptions, as TAM, used in the 
present study as the main means of data collection, looks at gender as one main variable 
among the various factors it studies. Thus, 68 male academics took part in the present study 
via an online survey. Besides this, the male academics' perspective will contribute to 
understanding the context of the female participants' perspectives. As well as the females' 
data analysis, a set of statistical analyses using the SPSS program to conduct non-parametric 
tests were used. For more male analysis tables see Appendix 5.  
  
6.2 Comparison between the responses of male and female faculty members  
The main purpose of this section is to present the findings of the statistical analyses conducted 
to examine the outcomes of males' gathered data regarding their perceptions of technology 
acceptance and use. Moreover, it aims to make comparisons between the insights of males 
and females. Thus, this section will present:  
1. A full and complete description of the demographic data of male and female  
participants.  
2. Results of the T-test conducted on data collected via the questionnaire.  
3. A comparative analysis of data collected from females and males to discuss the  
highlighted differences and similarities in detail.  
6.3  Study sample  
The sample of the present study consisted of 127 faculty members in the College of Languages 
and Translation at King Khalid University in Saudi Arabia. Table 6.1 presents the distribution 
of all participants across all the study variables.  
Table 6.1 Distribution of participants across personal variables  





  Male (N= 68)  Female (N= 
59)  









19 – 29 years  0 0 8 13.
6 
8 6.3 























Bachelor’s degree  1 1.5 5 8.5 6 4.7 












Teaching Assistant  

























1 1.7 14 
11.
0 























15 – 19 years  17 25.
0 
5 8.5 22 17.
3 
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6.4  Results of the T-test 
To test the levels of agreement between the perceptions of both male and female faculty 
members, a T-test was carried out to prove or refute the null hypothesis stating, "There is no 
difference between the perceptions of male and female academics in accordance with their 
LCT use in a Saudi context, i.e. King Khalid University". Table 6.2 shows the results.  





value  Significance  
Males= 68  Males= 68  
mean  
Std.  




Questions (1-9)  35.07  5.12  34.88  5.07  -0.224  Insignificant  
Second dimension 
Questions (10-16)  25.67  4.89  27.25  3.32  *2.09  Significant  
Perceptions of using 
Technology  60.57  7.96  62.13  6.42  -1.06  Insignificant  
  
The results in Table 6.2 indicate that there were no statistically significant differences 
between the responses of male and female faculty members to items included in the first 
dimension of the questionnaire, mainly Questions 1-9. Nevertheless, Table 6.2 shows 
statistically significant differences between the responses of males and females to items in 
the second dimension, mainly Questions 10-16. With regard to the perceptions of males and 
females towards using technology, in general, the results of the data analysis presented in 
Table 6.2 indicate that there are no significant differences between the perceptions of both. 
One explanation for these results is the fact that technology has permeated the everyday lives 
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of all people, whether males or females. Hence, differences in use between them have been 
narrowed to such an extent that this difference is no longer significant.  
To deeply examine the above results in detail, frequencies and percentages were used to draw 
out a better view of the situation and explore the similarities and differences between male 
and female academics’ views and perceptions towards the use of LCT in the context of Saudi 
Arabia.  
6.5  Findings related to the influencing and limiting factors  
Findings related to the influencing factors  
Findings related to factors influencing the perceptions of males and females regarding their 
acceptance and use of LCT in teaching are presented in Table 6.3.  
Table 6.3 Females’ and males' perceptions in accordance with the influencing factors  
 




Female participants    Male participants   
S.  






  S.  





  0%  25.4%  71.2%  3.4%  0%    0%  57.4%  38.2%  2.9%  1.5%  
2  
  35.6%  40.7%  23.7%  0%  0%    35.3%  42.6%  20.6%  1.5%  0%  
3  
  40.7%  39.0%  20.3%  0%  0%    35.3%  42.6%  17.6%  0%  4.4%  
4  
  33.9%  35.6%  16.9%  8.5%  
  
5.1%    
32.4%  47.1%  13.2%  2.9%  4.4%  
5  
  52.5%  33.9%  11.9%  1.7%  0%    38.2%  41.2%  16.2%  2.9%  1.5%  
6  
  30.5%  23.7%  16.9%  8.5%  20.3%    33.8%  30.9%  19.1%  14.7%  1.5%  
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7  
  49.2%  23.7%  15.3%  10.2%  1.7%    38.2%  30.9%  26.5%  1.5%  2.9%  
8  
  37.3%  27.1%  20.3%  10.2%  5.1%    17.6%  35.3%  38.2%  8.8%  0%  
9  
  27.1%  39.0%  27.1%  6.8%  0%    20.6%  54.4%  19.1%  1.5%  4.4%  
  
The results in Table 6.3 reveal that the perceptions of females and males about the factors 
influencing their perceptions regarding their acceptance and use of LCT are, to some extent, 
similar. That is, there was a semi-agreement between males and females on the importance 
of these influences in spite of the degree of agreement on certain factors. However, the 
results indicate a discrepancy between their responses to the importance of LCT use to 
improve students' engagement in the classroom (Q1) and the students' keenness to adopt LCT 
in their learning (Q8). Females’ responses showed that they were unsure about the usefulness 
of LCT in terms of improving students’ engagement in the classroom while they were 
confident that learners would adopt LCT in their learning. Males’ responses indicated a similar 
tendency, with less confidence in students' ability to adopt new technologies as 38.2% 
preferred to be neutral.  
In addition, there were significant differences between the levels of agreement between 
females and males' responses regarding the encouragement and inspiration of using LCT by 
the university administration (Q6). The distribution of participants’ responses showed that 
29% of females disagreed or even strongly disagreed with this fact in comparison with the 
16% of males who were in disagreement with it.  
In accordance with the distribution of participants' responses to Q3, Q5, Q6 Q7 and Q8, the 
results reveal a general agreement between female and male respondents regarding the 
factors that support their LCT use in their teaching practices. In accordance with the 
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respondents' distribution of replies to Q3 and Q5, regarding the sources of LCT and technical 
support, the results revealed that the level of females' agreement was stronger than the level 
of males’ agreement.  
The proportions in Table 6.3 also indicate that females were in agreement with males 
regarding their responses to Q2, Q4 and Q9. Both proportions assert the fact that they were 
able to adapt and use new technology inside as well outside the classroom in a way that 
enhances their teaching performance.  
Generally speaking, it can be stated that there was full or semi-agreement between female 
and male participants on most of the influencing factors regarding the use of LCT to enhance 
their teaching performance. Nevertheless, a slight variation in responses was however clear 
in the responses to Q1 regarding the improvement of students' engagement in the classroom, 
where the level of females’ agreement (only 25.4% agreed) was not as strong as the level of 
males’ agreement (57.4% agreed). Another slight variation was also found between 
participants’ responses to Q8, where females' degree of agreement regarding students’ 
keenness to adopt LCT in learning was stronger than males’ degree of agreement.  
Findings related to the limiting factors  
Findings related to factors limiting the perceptions of males and females regarding their 
acceptance and use of LCT in teaching are presented in Table 6.4.  
Table 6.4 Females’ and males' perceptions in accordance with the limiting factors  
     
 Distribution of participant academics' responses to the limiting factor s  
N   FEMALE    MALE   
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  S.  







39.0%  44.1%  15.3%  1.7%  0%  
  




10.2%  40.7%  32.2%  11.9%  5.1%  
  




16.9%  39%  32.2%  10.2%  1.7%  
  




16.9%  30.5%  23.7%  22.0%  6.8%  
  




67.8%  27.1%  5.1%  0%  0%  
  




67.8%  20.3%  8.5%  0%  3.4%  
  




25.4%  32.2%  27.1%  13.6%  1.7%  
  
17.6%  48.5%  19.1%  8.8%  5.9%  
  
The distribution of the participant academics’ responses to the factors that might have an 
effect on their LCT acceptance and use reveal a similarity between the levels of agreement of 
females and males despite the severity of both. Both agreed that the proposed factors were 
real hindrances that prevented them from utilising LCT effectively. Taking into account the 
differences between males and females’ responses to each barrier separately, the responses 
to Q12 reveal a variation in their agreement strength. Only 56% of the female academics in 
comparison with 63% of the male academics agreed that the shortage of infrastructure at KKU 
highly affected their incorporation of new ICT within the teaching and learning environment. 
The fact that 32.2% of females were neutral compared with 17.6% of males show that males 
were more certain and confident while females were more confused with regard to the effect 
of the shortage of ICT infrastructure at the university where they teach.  
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The responses of the participants to Q10 show agreement between females and males about 
the misuse of LCT by students that hinders academics in the effective incorporation of LCT in 
classroom. Besides this, the answers to Q14 reveal that females and males agreed on the need 
to use both traditional teaching methods and LCT in the classroom to maximise their teaching 
performance. Female participants' level of agreement with the use of both methods to 
enhance students’ outcomes was stronger than that of their male counterparts.  
In brief, it can be claimed that the limiting factors presented to participant academics via the 
study instruments were considered as main and important barriers by female as well as male 
instructors at KKU. It is true that males’ sense of the severity of these barriers differed from 
that of their female counterparts, but they are important in inhibiting faculty members and 
students from gaining the desired benefit from LCT use to develop their teaching/learning 
performance and enhance their academic achievement and engagement in the classroom.  
6.6 Differences between male and female academics regarding their personal 
variables  
In order to compare and contrast the effect of participant academics’ personal variables on 
their levels of technology acceptance and use, a set of non-parametric test were carried out 
on male participants’ responses similar to those that were previously conducted on females’ 
responses in chapter 5.  
Findings related to participant males' age  
To understand whether age has a significant effect on participants’ perceptions regarding 
their levels of technology acceptance, a Kruskal Wallis Test was used. The results are 
presented in Table 6.5.  
Table 6.5 Kruskal Wallis Test for differences due to participant males’ age  
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df  Sig.  
Influencing  
19 – 29 years  0  0  
0.929  3  0.819  
30 – 39 years  14  30.32  
 40 – 49 years  35  36.30     
50 – 59 years  15  34.17  
60 and more  4  34.63  
TOTAL  68    
Limiting  
19 – 29 years  0  0  
3.359  3  0.340  
30 – 39 years  14  43.04  
40 – 49 years  35  31.96  
50 – 59 years  15  33.07  
60 and more  4  32.25  
TOTAL  68    
  
  
The results in Table 6.5 revealed that there were no significant differences (α=0.05) between 
male participants’ responses to the main questionnaire domains, i.e. influencing and limiting 
factors due to age. In other words, all male participants seemed to view the effect of 
influencing factors like university administration support, colleagues' help, mandated 
technician team support, and availability of sources in the same way. Likewise, all difficulties 
that might hinder their successful LCT integration were also considered by most of them as 
barriers or challenges. These findings, are to a large extent, similar to those of their female 
counterparts, where age was not significant.  
  
Findings related to participant males' educational attainment  
To understand whether educational attainment has a significant effect on participants’ 
perceptions regarding their levels of technology use and acceptance, the Kruskal Wallis Test 
was used. The results are presented in Table 6.6.  
Table 6.6 Kruskal Wallis Test for differences due to participant males' educational attainment  
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df  Sig.  
Influencing  
Bachelor’s Degree  1  36.00  
8.329  2  0.016  
Master’s Degree  5  58.90  
 PhD  62  32.51     
TOTAL  68    
Limiting  
Bachelor’s Degree  1  63.00  
5.593  2  0.061  
Master’s Degree  5  49.80  
PhD  62  32.81  
TOTAL  68    
  
The results in Table 6.6 revealed that there were significant differences (α=0.05) between 
male participants' responses to the main questionnaire domain, i.e. influencing factors due to 
educational attainment in favour of holders of a Master’s degree. That is, the perceptions of 
Master's degree holders regarding the usefulness and simplicity of LCT were better than the 
perceptions of other colleagues who were Bachelor’s degree or PhD holders. One interesting 
interpretation of this result is the fact that holders of Master's degrees might use technology 
in their teaching, attend related training programmes, mix between traditional methods and 
LCT, and are ready to cope with modern changes. Taking into consideration the results for 
their female colleagues discussed previously, we can say that educational attainment had an 
effect on males' perceptions while it was not so for females.  
Table 6.6 indicates that there were no statistical differences (α=0.05) between male 
participants regarding the impact of limiting factors due to their educational attainment. Thus, 
it can be argued that there were no differences between males’ and females’ views and 
educational attainment was not a decisive factor in making significant differences between 
their responses.  
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Findings related to participant males’ academic title  
To understand whether academic title has a significant effect on participants’ perceptions 
regarding their levels of technology use and acceptance, the Kruskal Wallis Test was used. The 
results are presented in Table 6.7.  
  
Table 6.7 Kruskal Wallis Test for differences due to participant males’ academic title  




Wallis Test  
df  Sig.  
Influencing  
Teaching Assistant  3  62.17  
6.829  3  0.078  
Lecturer  39  34.05  
Assistant Professor  13  34.58  
Associate Professor  13  29.38  
TOTAL  68    
Limiting  
Teaching Assistant  3  51.67  
9.532  3  0.023  
Lecturer  39  38.41  
Assistant Professor  13  31.46  
Associate Professor  13  21.85  
TOTAL  68    
  
The results in Table 6.7 show that there were no significant differences (α=0.05) between 
males' perceptions regarding the influencing factors due to their academic title. Nevertheless, 
there were significant differences (α=0.05) between their views regarding the limiting factors 
due to their academic title in favour of teaching assistants, indicating that they face greater 
difficulties. Thus, when comparing this result with females' results, a difference between them 
can be noticed, as academic title had no effect on females' views but did on males'.  
  
Findings related to participant males' years of experience  
To understand whether years of experience has a significant effect on participants’ 
perceptions regarding their levels of technology use and acceptance, the Kruskal Wallis Test 
was used. The results are presented in Table 6.8.  
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Table 6.8 Kruskal Wallis Test for differences due to participant males' years of experience  






df  Sig.  
Influencing  
0 – 4 years  6  30.92  
4.464  4  0.347  5 – 9 years  8  47.31  
10 – 14 years  14  34.00  
 15 – 19 years  17  35.24     
20 and more  23  30.74  
TOTAL  68    
Limiting  
0 – 4 years  6  49.42  
7.589  4  0.108  
5 – 9 years  8  29.88  
10 – 14 years  14  35.61  
15 – 19 years  17  39.41  
20 and more  23  27.91  
TOTAL  68    
  
Table 6.8 reveals that there were no significant differences (α-0.05) between males’ views 
regarding the effect of both influencing and limiting factors present in the questionnaire main 
domains due to the teaching experience. That is, teaching experience was not effective in 
creating a variation between male participants’ views and opinions about the main factors 
that influence and hinder their LCT integration in teaching at university. Therefore, it can be 
strongly claimed that the views of males and females according to this issue are congruent, as 
teaching experience had no impact on their opinions.  
6.7 Conclusion  
The findings related to male participants’ responses to the distributed questionnaire were 
used only to compare and contrast their perceptions regarding the influencing and limiting 
factors of LCT with the perceptions of their female counterparts. The fact that there were no 
significant differences between both counterparts’ perceptions, except those related to 
females’ LCT barriers, was also discussed. However, the findings related to the fact that most 
female participants face more challenges that limit their LCT utilisation were interesting and 
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encourage us to look for causes of this discrepancy despite their affiliation to the same 
university and same administration. Therefore, the triangulation analysis described in the 
previous chapter on the females’ collected data was conducted. The results of this analysis 
indicated that they were not confident about university administration support, university ICT 
infrastructure, and the availability of technical support. Moreover, analysis of the males’ 
gathered data showed that they were dissatisfied with the university ICT infrastructure and 
availability of technical support. Unlike females, they were happy with the administration 
support and services in general. With regard to students’ motivation to use LCT in learning 
and consequently develop their learning outcomes, both male and female academics were 
unsure.  
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7.1  Introduction  
The analysis of female academics' data gathered as responses to all items included in the study 
instruments was done in chapter five. Besides this, male academics' data from the distributed 
questionnaire were also analysed in chapter six where comparisons and contrasts were made 
between males’ and females’ responses to reveal areas of similarity and difference between 
both participant categories.  
This chapter is mainly concerned with the findings of the participant responses in chapters 
five and six. Thus, it hopes to present a better understanding of the problem of LCT utilisation 
  235  
in teaching at KKU, female section, which is assumed to exemplify Saudi universities. 
Furthermore, all the results of the present study will be discussed in light of the theoretical 
and empirical findings of previous studies and research.  
7.2  Overview of the findings  
The principal objective of this research is to explore the manner in which female academic 
faculty in the Faculty of Languages and Translation at King Khalid University in Saudi Arabia 
perceive the implementation of LCT. An analysis of the data indicates that most respondent 
used LCT both inside and outside the classroom context. It was also discovered that e-learning 
approaches were often combined with conventional pedagogical strategies. 
By comparing female and male perspectives, it was possible to discern that both genders used 
comparable approaches and services. However, there was a clear gender bias in respect to 
the support offered by the university administration to male and female lecturers, which was 
an important source of dissatisfaction amongst female lecturers. Nevertheless, over half of 
the female respondents acknowledged that they had received some form of support, albeit 
not enough to counteract any discord. Multiple influences on LCT use were identified by 
participants, including ease of adaptation, ease of drawing with LCT, and enhanced student 
participation.  
The findings related to the negative attitudes towards LCT use did not confirm the results of 
the research by Alfarani (2016), wherein lecturers with less than five years’ experience were 
more amenable to the introduction of new technology than those with experience of over 
twenty years in duration. This disparity might be context-based, despite the fact that both 
studies were conducted in Saudi Arabia. The current research offers insights into how prior 
  236  
experience can shape female attitudes towards technology. These conclusions conflict with 
Leong et al.’s (2018) findings regarding the adoption of social network sites (SNSs) as learning 
tools, where there was no positive moderating influence associated with experience.  
The data analysis indicates that age is not a moderating influence on technology adoption 
acceptance amongst females since all the respondents, regardless of their ages, appreciated 
that LCT improved teaching and learning experiences and learner engagement. Most female 
academics were satisfied with the available resources and support, suggesting this was a 
positive influence. All respondents in the study were already using technology in their teaching, 
despite facing certain barriers to its use, including inadequate support from both the university 
administration and colleagues in respect to problem solving. These were clearly factors which 
had implications for technology adoption and use. However, irrespective of their age, the 
female participants held generally positive attitudes regarding the benefits of technology and 
its ease of use.  
This finding accords with Chung et al. (2010) who conclude that there is no statistical 
correlation between age and Internet use. Moreover, research into BI use by users aged over 
65 conducted by Niehaves and Plattfaut (2014) confirms that there is no significant relation 
between age and technology use.  
 
The current research conflicts with several previous studies, including John (2015) and Al 
Harbi and Lally (2017), the latter study suggesting that there is a significant correlation 
between age and the acceptance of cloud computing technology in Saudi Arabia. Alfarani’s 
(2016) research also suggests that age impacts technology uptake. The study conducted by 
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Brown et al. (2010) confirms that unified theory of acceptance and use of technology (UTAUT) 
predictors influence behavioural intention (BI) in respect to technology use. This suggests that 
different variables, including age, might impact technology acceptance.  
TAM defines BI as the actual employment of LCT and the presence, therefore, of technology 
acceptance. Moreover, according to TAM, perceived utility and ease of use are shaped by 
external influences. This means that the impact of these external variables can be mediated 
by utility and ease of use in respect to user attitudes and behaviour intentions, which, in turn, 
has implications for technology use. The current research proposes that age has no impact on 
perceived utility or ease of use. Conversely, Davis (1993) identifies a direct causative link with 
perceived usefulness. Nevertheless, this study maintains its assertion that age does not 
influence perceived ease of use.  
This study adds a new dimension to the TAM model in the shape of the influence of segregated 
education on participant perceptions of ease of use. The current research confirms that male 
academics exhibit higher LCT use than their female counterparts. In order to investigate this 
disparity, a focus group discussion was convened, the results of which confirmed that certain 
barriers, such as poorly equipped classrooms, a dearth of female technicians, and poor training 
for staff and students, were the principal causes.  
Female privacy is prioritised in conservative nations like Saudi Arabia. Likewise, other Arab 
nations are faced with the challenges this brings to female participation in education and 
other areas of public life. Several respondents reported that social norms determine the 
manner in which women act and are perceived in Saudi Arabia, a factor which also includes 
their use of LCT. The issue of female privacy in Saudi Arabia was explored in this research, it 
being tentatively concluded that there is a marked emphasis on the subject in Saudi society.  
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This is exemplified by the use of camera phones. When these were first introduced in Saudi 
Arabia, it was considered necessary to have female security guards present at weddings or 
private female parties to confiscate camera phones as a means of protecting female privacy. 
More recently, attitudes have become more relaxed. Hence, it is up to individual hosts to 
determine this issue, indicating it is regarded as a cultural matter rather than a religious 
concern. However, in the context of LCT, the female respondents were aware that their use 
might potentially be subject to regulation based on gender prior to its wider social acceptance.  
The findings also suggest that female respondents were more prepared to accept camera 
phones for academic purposes within campus-based contexts, thereby confirming the 
Hofstede model in relation to the uncertainty avoidance and masculine versus feminine 
dimensions. This has particular relevance for Saudi educational contexts, not least in respect 
to segregation, because high avoidance cultures tend to emphasise authority, rank, and age-
based seniority.  
This finding exemplifies the fact the female misapplication of technology is significant because 
it attracts official criticism and disapproval from colleagues. The masculinity versus femininity 
dimension is relevant here in respect of the barriers erected against female lecturers in 
contrast to the privileges enjoyed by male lecturers. It is necessary, therefore, not only to 
ensure that female lecturers use the facilities to which they have access in an appropriate 
manner, but also that they receive the necessary training to allow them to do so.  
There are several possible explanations for these findings, including the pervasive influence 
of cultural norms (Hofstede, 1989; Srite and Karahanna, 2006; Al-Jumeily, Hussain, and Crate, 
2014). As is the case in many other countries, there is concern regarding the implications for 
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individual privacy of increasing use of technology. This can be applied to males as well as 
females, to some extent.  
There have been a number of significant changes regarding gender equality in Saudi Arabia 
over the last few years. However, many commentators note that females in Saudi Arabia 
remain confined within a so-called house of glass (Alfarani, 2016). The introduction of 
technology into the lives of women can challenge notions of privacy. Hence, it is often 
regarded unfavourably by Saudi males. As a consequence, Saudi females are comparatively 
technologically illiterate, which places barriers on their full social participation. However, the 
Vision 2030 initiative may be able to rectify this to some extent. Contemporary Saudi female 
academics and students are gaining increasing access to technology, not least in educational 
contexts.  
 
7.3  Emergent themes  
During the analysis of the research data set, a selection of interesting themes appeared that 
had not been asked about. These are now explained to assist future research.  
7.3.1 Females and males  
To examine the impact of gender as a moderator, female and male lecturers' perceptions of 
technology integration in classes were compared. The findings did not support the speculation 
that gender may affect the explanatory power of TAM when included as a moderator, 
however, with results indicating that there was a general tendency towards agreement with 
regard to which factors influence the use of LCT among females and males. This might be due 
to the fact that technology has permeated the everyday lives of all participants, and that 
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differences in use between males and females have been narrowed so that this difference is 
no longer significant. These findings are in line with those of many previous studies. Melendez, 
Obra, and Moreno (2013) have found no difference in PU and PEOU by gender; examining 
technology acceptance and use along with perceived playfulness in the context of a blended 
learning setting, gender differences were not found to be a moderator of students' attitude 
toward technology or intentions to use it. Likewise, Wong, Teo, and Russo (2013) also find 
that gender does not influence teachers' intentions to use technology: irrespective of gender, 
where teachers had high levels of PU, PEOU, and ATT, they had high levels of intention to use 
technology, and vice versa.  
Several studies’ findings contradict those of the current study; however. Ismail et al. (2013) 
suggest that gender affects respondents’ perceptions of ICT; their results indicate that males 
are keener on using mobile technology as a pedagogical tool than females. Hu, Al Qahtani, 
and Hu (2008) also find that male workers in Arabian regions count technology usefulness as 
more vital than female workers do in terms of defining their attitudes towards technology.  
Generally, in the survey responses, no significant gender differences were observed, except 
in terms of limitations to LCT usage, which were examined in the focus group discussion. 
According to the results of the focus group discussion analysis, the female participants’ 
responses suggested that they believed fewer facilities and services were available on female 
campuses compared with their male equivalents, and this might have caused the females’ 
limited application of LCT. Rather than noting core distinctions between male and female 
views, this study suggested that both groups are exposed to the same social norms, albeit 
from different perspectives, within their environments and cultures. Both male and female 
teachers emphasised the homogenous nature of society and the fact that even with students 
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being taught separately according to their gender, the aims and objectives for both arise from 
the same source and both should have the same facilitates and services.  
Both genders also noted that any similarity in opinions may stem from the fact that they are 
governed by university regulations almost exclusively designed from a male viewpoint. 
Women’s power is very limited in this sphere because they are perceived as weak in terms of 
decision-making. According to Alfarani (2016), the female participants in her study stated that 
they were afraid to make decisions because expressing their own honest opinions could lead 
to them losing their jobs if they disagreed with the prevailing opinions. Therefore, women 
most frequently echo the opinions of the majority and adopt the university’s general 
resolutions to protect their careers. This may open future research investigation areas 
regarding female academics’ future concerns about using educational technology.  
7.3.2 Female academics and culture  
Regarding the cultural dimension of uncertainty avoidance, it is clearly possible that the 
female participants in the current study might have feared saying or writing anything that 
could threaten their livelihoods. This finding agrees with the results reported by Alkahtani, 
Dawson, and Lock (2013), who note that female participants are afraid to make decisions 
because stating their own views might affect their careers if they disagree with male opinions. 
Thus, women frequently tend to agree with the opinions of the majority, who are mainly men, 
and abide by the university’s general resolutions to protect their careers. Saudi Arabian 
cultural norms also have a significant impact on many business organisations there (Alkahtani 
et al., 2013), even educational ones. The accumulation of obstacles, such as language 
challenges, nepotism, hierarchical organisational structures, gender segregation and lack of 
job security, creates an ongoing challenge.  
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Another result drew parallels with girls’ education, which began in Saudi Arabia only 60 years 
ago. The introduction of camera phones came 14 years ago, with the introduction of satellite 
technology almost five years prior to that, and while these technologies were initially said to 
threaten the privacy of Muslim women, and thus this conservative society in general, they 
have now become necessities in modern life that have not been found to have a negative 
impact on society, when organised and controlled under the principles of Islam. 
Understanding and knowledge are thus vital, and the respondents believe that this is the case 
with regard to LCT. Another point noted is that people have gradually come to accept LCT as 
a valid element of education and that social norms in Saudi Arabia, particularly those 
concerning students and teachers, should thus not be a hindrance.  
While the survey results showed that using LCT did not threaten women’s privacy, the focus 
group results revealed that permitting smartphones to be used on campus generated certain 
fears relating to the privacy of teachers, particularly female teachers, who were worried about 
students using cameras to film their faces either inside the classroom or elsewhere on 
campus. However, one respondent commented that she, too, was worried initially but once 
she realised the benefit of smartphones inside the classroom, she began to use them for 
educational purposes, keeping her students busy searching for new information related to the 
course topics, and even asking her students to watch educational YouTube videos on their 
phones during her classes.  
  
7.4  Conclusion  
This chapter offered a discussion of the thesis finding and an interpretation of the results in 
light of previous studies and the theoretical background discussed in chapter three in order 
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to address the research questions. In the next chapter, a conclusion based on the answers to 
the research questions and the research outcomes is presented, along with implications and 
recommendations for future research. The research limitations and a personal reflection on 
the study are also included.  
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8.1  Introduction  
The previous chapter discussed the results of the data analysis and the emergent themes. This 
chapter attempts to draw conclusions emerging from these findings, with particular reference 
to the research questions. In addition, it discusses the implications of the findings and makes 
recommendations for future research. The limitations inherent in the current research are 
also presented, and a personal reflection is offered by the researcher.  
 
8.2  Conclusion  
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This study explored the adoption of LCT within the higher education sector in Saudi Arabia, 
with a particular focus on Saudi female tutors’ perceptions and the influence of these 
perceptions on teaching practice in the College of Languages and Translation at King Khalid 
University. This study used a mixed-methods approach, with qualitative findings offering 
insight into the quantitative data and vice versa. It also followed an abductive approach to 
analyse the data and explain the results. The data used in this study were collected using three 
different methods (focus groups, reflective essays, and questionnaires) in order to obtain 
richer data and thus draw a fuller picture of the situation. This increases the originality of the 
study and makes it unique in terms of the approach in this context.  
The results of the study explored Saudi female lecturers’ perceptions regarding the use of 
various modern learning technologies and identified a general tendency towards agreement 
with the potential for LCT in teaching and learning in general, and in teaching and learning 
foreign languages in particular. The results also indicated that, although the lecturers face 
several challenges in their use of LCT, they have various motivations to continue to try to use 
up-to-date technology, especially virtual reality and other new technologies that facilitate the 
teaching of foreign languages and increase students’ motivation. Although previous studies 
on learning technologies, mobile learning, and e-learning in general, in the context of Saudi 
higher education, have determined that such teaching and learning methods may be ideal in 
Saudi Arabia and similar cultural environments, especially for females in higher education 
studies, as they allow more flexibility in response to cultural gender segregation, there are 
still however numerous challenges to their introduction in some regions of the country. The 
claim that such technology compromises females’ privacy, and thus clashes with Saudi cultural 
values, thus creating demands for more financial support to ensure morality, is upheld.  
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The current study contributes to the existing body of literature, which has previously focused 
on studies from the students’ perspective and Western culture; those few that have 
considered academics’ perspectives have mostly used quantitative methods, while the 
current research represents one of the first studies on LCT using mixed methods to focus on 
Saudi female lecturers in the Saudi context. It is especially valuable because different regions 
have different cultural expectations. Hence, the current research expands the applicability of 
TAM theory together with Hofstede’s cultural dimensions in order to explore their relevance 
to research in the context of Saudi Arabia. It enables these two models to be examined in a 
wider context and strengthens the contention that research benefits from being conducted 
in multiple geographical contexts.  
In addition, the Saudi female academic context is not represented as much as males in similar 
studies in the same context, therefore this study comes to represent their voice. Moreover, 
such work is particularly required to justify the high costs, both social and economic, of LCT 
use or non-use for a given country.  
The female quantitative results presented earlier suggest that a large majority (over 96%) of 
the female lecturers who participated in this study use Blackboard software, a type of learning 
technology platform offered by the university administration that they are expected to use to 
satisfy expectations during academic year; this was confirmed by the qualitative data. 
Although the university administration encourages academic staff and students to 
communicate through formal university channels, such as university email or Blackboard 
messages, some of the respondents also use web applications, such as Telegram, WhatsApp, 
and Snapchat, to communicate with students outside the classroom, as they see these as the 
easiest and fastest means of communication not under the administration’s control. Some 
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also use YouTube and Google Docs inside the classroom to share information related to the 
topics they are teaching. The participants’ responses suggested a desire for engagement in 
the VR world, not only virtual classes when teaching through Blackboard, which differs from 
true VR.  
For LCT to be used to its full potential, certain resources must be in place. The main facilitating 
factors that the respondents agreed upon included the availability of high-speed Internet and 
computers or tablets for tutors and students. The current lack of such facilities in higher 
education was thus identified as an inhibiting factor for LCT use. The results also revealed that 
there is a necessity to increase female technicians and female IT teams on the female campus 
which could help tutors with programming apps and determining the most appropriate 
software for foreign-language teaching. This would also help female lecturers to modify their 
traditional practices and adopt LCT more rapidly.  
The conclusion from the Saudi Arabian context on LCT is that the conservative nature of Saudi 
universities has a serious effect on its introduction, as confirmed by the qualitative data 
analysis, which suggested that this was a key limiting factor. The results also showed that 
conservative attitudes regarding the use of smartphones, particularly those with cameras, in 
the classroom environment impact negatively on lecturers’ perceptions of LCT. Other 
researchers have noted that the traditional and conservative nature of Saudi universities is a 
reflection of the broader society, yet although religious customs are visible and almost 
tangible, the accompanying social customs tend to be more obvious, while nevertheless 
having a profound effect on individuals’ experiences. Protecting the image of women in Saudi 
society, for example, is considered to be a line that cannot be crossed, whether in a small 
community, such as a family, or a larger community, such as a town or a region. Such 
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metaphysical norms impede the use of cameras and thus inhibit some types of LCT being 
implemented in the classroom. Furthermore, many of the female academic staff stated that 
if a student made a video of a lesson that showed the lecturer making a mistake, it would 
erode the respect afforded to teachers.  
The results further revealed that Saudi social norms inhibit the successful use of LCT in other 
ways, with some female participants noting that negative comments from other academic 
colleagues may dissuade them from using LCT. The overall conservative nature of Saudi 
society promotes certain social norms that profoundly impact everyday life, as noted by one 
female academic participant, yet with the development of Saudi education for both men and 
women emerging as key to building up Saudi society, the use of technology within the 
education sector must also evolve. The results also indicated that LCT should be embraced, 
provided it is compatible with social norms, and saw no reason why this should not be the 
case.  
 
8.3 Answering the research questions  
The main aim of the present study is to examine the perceptions of female academics in the 
Faculty of Languages and Translation at King Khalid University in Saudi Arabia with regard to 
the use of LCT. Therefore, a set of questions were postulated. These questions, as stated in 
chapter one, are:  
1. To what extent do female academics at KKU depend on LCT in their teaching  
processes?  
2. What are the main factors that influence the use of LCT by female academics at King  
Khalid University in Saudi Arabia?  
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3. What are the main barriers that limit the use of LCT inside classrooms by female  
academics at King Khalid University?  
4. What might inspire female academics at King Khalid University to use LCT in the  
future?  
5. What are the personal variables that might influence the integration of LCT into  
teaching practices by female academics at King Khalid University?  
6. In what ways do cultural norms influence the use of LCT in teaching by female 
academics at King Khalid University, including possible differences between the 
perceptions of male and female academics regarding LCT?  
Overall, three methods were used to collect data addressing these questions, namely the 
focus groups, reflective essays, and questionnaires. Figure 8.1 shows the distribution of the 
overall dataset in the study.  
 
 Figure 8.1 Distribution of the overall dataset in the study  
The data analysis revealed that the majority of female academics employed LCT in and outside 
the classroom. The results also demonstrated that the combination of traditional and e-
learning systems enhanced pedagogical methods and optimised students’ attainment. With 
respect to the ability of female academics to use LCT, a high proportion of them claimed that 
they could adapt to the new technology with ease. The comparison of male and female 
attitudes indicated that both genders utilised similar services and facilities. However, gender 
 Reflective  
   Essays  
Focus  
 Group s              
Questionnaire  
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bias in the support and encouragement offered by the university administration was a major 
area of discerned discordance. The responses from male participants documented their 
satisfaction with this issue. However, despite the fact that half of the female respondents 
reported that they received encouragement from the university management, overall women 
stated that they were dissatisfied with the support extended. As expected, results from the 
female participants indicated that PEU in the classroom, together with student engagement 
and enthusiasm, were the most significant elements influencing their uptake of LCT use. A 
significant limiting factor on the embracing of LCT at KKU was the reluctance to abandon more 
traditional teaching methods, with lecturers persisting in employing these alongside e-
learning, thus potentially hindering the full potential of the latter.  
8.3.1 Findings related to the first question  
  
To answer the first question, To what extent do female academics at King Khalid University 
in Saudi Arabia KKU depend on LCT in their teaching processes? data collected by the 
quantitative and qualitative questionnaire were analysed using IBM SPSS software as 
mentioned earlier. Non-parametric tests, frequencies and proportions were calculated. To 
provide a complete picture of the situation under study, descriptive data analysis, based on 
TAM theory, was used. Figure 8.2 presents the proportions of female participants’ responses 
on their LCT use in the classroom at the university. 
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Figure 8.2 Proportions of female participants’ responses about their LCT use in the classroom 
at the university  
Figure 8.2 shows that the majority of the female academics (96.6%) use the Blackboard system 
as a repository tool because it is supported by the university administration for all male and 
female academics and students. Therefore, formal university channels such as virtual classes, 
university emails and Blackboard messages were the most used tools for communicating and 
teaching students. Inside the classroom, some academics said that they use YouTube and 
Google Docs to share information related to the teaching materials included in the academic 
courses. Nevertheless, Figure 8.2 reveals that a few academics (3.17%) stated that they have 
never used LCT inside the university classroom. The fact that they recently joined the 
university (one or two years) and so have not enough experience in teaching in higher 
education institutions or sufficient support might be a good and acceptable cause for this 
result.  
The findings revealed that all female academics in this study were willing to change from 
traditional teaching methods to modern ones; furthermore, 88% of the female respondents 
believed that using both traditional and technology-based teaching methods was the best 
approach to improve their students' outcomes.  
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8.3.2 Findings related to the second question  
To answer the second question in the present study, What are the main factors that influence 
the use of LCT by female academics at King Khalid University in Saudi Arabia? the quantitative 
results of participant females’ responses to the questionnaire were examined. The 
classification of these responses revealed high levels of agreement among female participants 
on the main factors that influence academics' use of LCT while teaching at KKU. The most 
prominent and important factor that 86.4% agreed about was that stating, "When I encounter 
an issue or difficulty using LCT in the classroom, I can rely on a mandated team of tech support 
within the university for assistance". In second place was the factor, "I have sufficient 
resources to make use of LCT", on which 79.7% of participants agreed or strongly agreed. In 
contrast, the least dominant factor was, "The engagement of my students is improved by 
applying LCT in the classroom," upon which a small proportion of participant academics 
agreed (25%) in comparison with the majority (71%) who were neutral. Furthermore, the ease 
of adaptation to new technologies, ease of drawing on LCT in the classroom to enhance 
teaching quality, and improved student participation were the factors most influencing LCT 
utilisation.  
The participants identified many factors influencing the use of LCT among female faculty 
members, including ease of adaptation to new technologies, ease of drawing on LCT in the 
classroom to enhanced teaching quality, and improved student participation.  
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8.3.3 Findings related to the third question  
To answer the third question in the study, What are the main barriers that limit the use of LCT 
inside classrooms by female academics at King Khalid University in Saudi Arabia? the 
quantitative results of the participant females’ responses to the questionnaire were again 
examined. The classification of these responses showed that the need to use a mix of 
traditional teaching methods and LCT to maximise the teaching performance was revealed as 
the most important barrier facing academic participants at KKU. This may be because most of 
the participants, both female and male, have the belief that it is important to use traditional 
methods in a Saudi context, but that these can be supported by adding LCT. For technology 
to be maximally used in the teaching process, Adetimirin (2016) suggests that infrastructure, 
such as the acquisition of relevant software, necessary Internet connectivity, and ICT literacy 
training, ought to be provided by the relevant university on a sufficiently large scale. In second 
place was the need to enhance students' learning outcomes. The proportions of agreement 
were 94% and 88% respectively. The failure of the teaching staff to move on from traditional 
ways of teaching was also a prominent barrier, upon which 58% agreed. The results also 
indicated that support and encouragement provided to them by the university administration, 
although they were not confident of the sufficiency of such support and encouragement, were 
important factors that could encourage the use of LCT. Support and encouragement provided 
by other colleagues was an important factor, too. At the bottom of the list of the encouraging 
factors were the availability of technicians and resources that were reported as positive 
factors where participants' responses indicated their confidence in the availability of both 
factors. In short, despite the many factors that limit participant academics’ LCT use at KKU, 
such as the shortage of technical support and students’ negative reactions to LCT use, the 
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participant females were satisfied with the necessity of using a mix of LCT and traditional 
teaching methods. They did not show a tendency to move completely to technology-based 
methods.  
With regard to the obstacles, analysis of the focus group data revealed that lack of facilities, 
insufficient encouragement from the university administration and colleagues with higher 
academic positions and attainment, and insufficient technical support were the most 
prominent obstacles that face them when trying to adopt LCT in their teaching. One 
interesting obstacle that some females mentioned was the fact that they were not 
accustomed to using LCT methods previously at school or university. Therefore, using LCT at 
KKU as an innovative education technology was very new to them.  
8.3.4 Findings related to the fourth question  
The proportions and frequencies of female academics' responses regarding the fourth 
question stating, What can inspire female academics at King Khalid University in Saudi Arabia 
to use LCT in the future? showed that utilisation of LCT methods in classrooms at university 
would have a positive impact on education in the future. The results revealed that most 
participants tended to use modern LCT but they were unsure how and when such utilisation 
could take place. The context of KKU plays a significant role in the increase of academics’ and 
students’ awareness of LCT use besides its technical and educational benefits. Moreover, 
academics can determine the best way to make use of the available technologies. Most female 
participants believed that the existence and provision of adequate equipment in each 
classroom, including smart boards, computers, and high-speed Internet connections would be 
helpful in allowing them to use LCT effectively and easily. Therefore, they confirmed that LCT 
is mostly beneficial where classrooms have the appropriate equipment. Moreover, the 
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participant females believed that the availability of a VR environment, something they had a 
keen interest in, would help them while teaching foreign languages and meanwhile make 
teaching easier and more exciting for students. They, therefore, looked at better and more 
readily available high-speed Internet as an essential requirement for the adoption of VR 
environments in teaching, as they think it is a very promising technology when used alongside 
traditional teaching methods.  
8.3.5 Findings related to the fifth question  
  
To answer the fifth question, What are the personal variables that might influence the 
integration of LCT into the teaching practices of female academics at King Khalid University in 
Saudi Arabia? qualitative analysis of the collected data was used in light of the participants' 
years of experience, age, educational attainment, and academic title. The findings showed 
that the respondents' educational attainment and academic title were more significant in 
their perceptions of what might influence their integration of LCT in teaching. That is, PhD 
holders who were assistant or associate professors were more open to the use of LCT than 
other colleagues who were teaching assistants or lecturers holding a Bachelor’s or Master's 
degree. One possible reason for this might be the fact that female academics who had higher 
educational attainments occupied higher academic positions and so were allowed more 
freedom to use technology and access more facilities. In contrast, teaching assistants or junior 
lecturers with Bachelor’s or Master’s degrees reported that they usually face additional 
status-based obstacles that prevent them from using LCT broadly and effectively.  
Males’ responses, on the other hand, revealed that lecturers who hold a Master's degree were 
more open to LCT integration than other male colleagues. These findings are contrasted with 
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those of Ismail et al. (2013), which show that there are no statistically significant associations 
between educational attainment and teachers' readiness for, and perceptions of, the role of 
mobile learning (m-learning) in supporting teaching and learning process in schools. When 
Teeroovengadum, Heeraman, and Jugurnath (2017) tried to assess the determinants of ICT 
adoption by teachers in the teaching and learning process in a developing country (Mauritius), 
the results indicated that demographic variables such as qualification level did affect ICT use 
to some extent; nevertheless, this effect was rendered insignificant when perceived 
usefulness and perceived ease of use factors were added to TAM.  
Academic teaching experience at university as a personal variable also had an effect in the 
female respondents' responses. The analysis of data collected by all the study instruments, 
namely the questionnaire, reflective essays, and focus group discussions, confirmed that less-
experienced faculty members faced more obstacles and received less support than their 
colleagues who were more experienced and highly qualified. Half of the respondents who 
were involved in the focus group discussions and meanwhile responded to the questionnaire 
aspects stated that they never, or rarely, received help or support from their colleagues or the 
university administration, and even this help was insufficient when they received it. In brief, 
less-experienced academics with lower academic titles, even though they had high 
educational attainments, suffer more challenges when using LCT in teaching at KKU. For 
instance, one respondent, G2T2X1, said that she never used LCT, but she intended to use it, 
claiming it was difficult to use LCT when there is no immediate help or support. So, she 
preferred to use both methods, traditional and LCT, because students prefer the traditional 
way and, meanwhile, smartphones always distracted students in class, so they were 
prevented from using them. This result regarding the negative attitude towards using LCT, 
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which had a negative effect on female participants' actual practice, is surely in disagreement 
with the results of Alfarani (2016), where lecturers whose teaching experience is less than 5 
years are more open to using education technology than those whose experience is 20 years 
or more. Such a disagreement can be due to the difference in the contexts of both studies, 
even though they were in Saudi Arabia. The current study also provided some insights into 
how experience factors affect female lecturers' perceptions of technology. These results are 
in contrast with Leong et al. (2018), who investigate the effect of experience on the intention 
to adopt mobile social network sites (SNSs) for learning purposes; however, in that case, the 
moderating effect of experience is not positive.  
In terms of another personal variable, age, that may influence female lecturers’ integration of 
LCT into their teaching practices, the analysis of the statistical results suggested that age was 
not a moderator of technology acceptance among female academics, or males, when 
compared. All females, irrespective of age, generally believed that LCT enhanced their 
teaching quality and helped in improving student engagement. Moreover, most of the female 
academics expressed satisfaction with the availability of facilities, resources, and services, and 
suggested that this encouraged them to use LCT. In addition, as all female respondents already 
utilise technology in the teaching process, they all face the same barriers. They noted a lack 
of encouragement and support from the university administration, colleagues, and 
professional teams when they sought to solve problems related to LCT and suggested that 
these are important factors that limit their use of technology. Whether the technology users 
were younger or older, they believed that using the available technology is generally easy and  
This result is in line with Chung et al. (2010), who show that there is no statistically significant 
effect between age and Internet self-efficacy. Niehaves and Plattfaut (2014) also studied adult 
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participants over 65 years of age, clarifying that age does not influence their BI to use 
technology.  
Nevertheless, the current study results contradict some previous studies (John, 2015; Al harbi 
and Lally, 2017). Al harbi and Lally (2017) notes that age significantly moderates users' 
acceptance of cloud computing in Saudi Arabia. Likewise, Alfarani (2016) examines the factors 
affecting Saudi lectures' willingness to use mobile learning, finding that age plays a vital role 
in participants' intention to use technology. In 2010, Brown et al. discovered that unified 
theory of acceptance and use of technology (UTAUT) predictors had similar effects on 
technology use as on BI, suggesting that individual characteristics such as age do influence BI 
and, in particular, the use of collaborative technology.  
In general, the responses of male and female academics in light of varied personal factors 
showed that the levels of male academics’ LCT use were higher than the use levels of their 
female counterparts. In order to explore this discrepancy between male and female faculty 
members, focus group discussions with female members were conducted. The results of these 
discussions revealed that a set of limiting factors or barriers such as a lack of equipped 
classrooms, lack of female technicians, and lack of training for both lecturers and students 
hindered their ability to implement LCT.  
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8.3.6 Findings related to the sixth question  
   
To answer the sixth question, To what extent do cultural norms influence the use of LCT in 
teaching by female academics at King Khalid University in Saudi Arabia? a qualitative analysis 
of the whole dataset was carried out. The main aim of this analysis was to identify the most 
important cultural issues that affect the adoption of LCT that are related to female academics’ 
awareness and use of technology, conservative attitudes towards LCT and females’ privacy. 
The responses of nearly half of the female participants revealed that students did not have 
adequate knowledge or awareness about how to use LCT effectively. Therefore, their abilities 
to use LCT in teaching inside classrooms were inhibited by the inability of their students to 
use it for learning. The responses also showed that some teaching assistants and lecturers’ 
lack of knowledge of LCT use in teaching hindered them in using it effectively inside 
classrooms. So, if the university administration was to provide training courses for both of 
students and academics, that would help them appreciate the enormous potentials of LCT 
and its full capabilities. Thus, they can be knowledgeable about LCT use and able to 
incorporate it in their teaching. One respondent (G2T2X2), for instance, asserted the need of 
faculty members for intensive training before being asked to adopt LCT in teaching: “We, as 
faculty members, really need intensive training sessions and more workshops on LCT and its 
use in teaching and learning”.  
Moreover, the results of the female academics’ responses revealed their lack of confidence in 
the level of support and encouragement provided by various university authorities for their 
LCT utilisation in teaching at KKU. Therefore, one possible solution for this barrier, as was put 
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forward by most of respondents, was to make them feel more comfortable while 
implementing LCT. None of the female participants was aware of the benefits that could be 
offered to them if they used LCT effectively in teaching, with the result that their willingness 
to do so was still not promoted. The last point shown by the participants' responses (G2T2X1 
mentioned) was the importance of increasing the levels of awareness of both students and 
academics in relation to the merits of LCT use in teaching, in general and in teaching and 
learning foreign languages, i.e. English. Effective use of LCT in teaching English at university, 
with a focus on certain technological applications, can enhance the performance of students 
and teachers.  
The subject of women’s privacy is important in the conservative Saudi society and it is also an 
issue faced by all Arab countries that impacts on education as well as women’s public lives. 
Several respondents noted that the social norms in Saudi society control how women act and 
how they are perceived, leading to multiple viewpoints regarding their privacy, and that these 
cultural norms affect their use of LCT. Examining the issue of women’s privacy in Saudi and 
Arab society, the results indicated that there is a particular emphasis on this subject in Saudi 
Arabia, citing an example of wedding etiquette and suggesting that this may be compared to 
the educational context. When camera phones first came into use, a female security guard 
would be present in the female section at every Saudi wedding or private female party to 
confiscate all camera phones while guests were present to ensure the women’s privacy. 
Recently, the situation has changed, however, and the possession of camera phones has 
become optional, depending on the host families and their guests. This is a cultural and not a 
religious issue, which has been exacerbated by extensive social media focus, and is thus 
subject to change over time. The female academic participants also noted that this simple 
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example provided a powerful illustration of how technology use in education may require 
rules and regulations to support it before it is accepted as a norm. The results also indicated 
that female participants had begun to accept the use of phones with cameras for educational 
reasons on campus and inside the classroom more than before.  
These findings are opposed to those of Alfarani (2016), who found that the majority of 
respondents believed that Saudi norms are still a barrier to the use of technologies such as 
mobile phones in an educational setting. This indicates that Saudi society as a whole is 
undergoing rapid change; thus, awareness regarding the use of educational technology in 
tertiary education administration is increasingly being regarded as positive and therefore to 
be encouraged.  
These results can be explained in light of certain facts. No one can ignore that cultural norms 
all over the world affect the way and extent people accept technology (Hofstede, 1989; Srite 
and Karahanna, 2006; Al-Jumeily, Hussain, and Crate, 2014). In Saudi Arabia, like many other 
countries, technology utilisation is assumed to have positive and negative effects on the 
privacy of people, mainly females, as a result of the equity matter. It is true that females 
worldwide have progressed much in the issue of equity in all positions and situations while 
females in Saudi Arabia are still constrained by certain cultural norms, particularly in the last 
25 years, and are still living in a “house of glass” (Alfarani, 2016). The entrance of technology 
into the female's life shatters her privacy, which has resulted in women’s male counterparts’ 
rejection of allowing them technological advancements in order to retain their own 
patriarchal advantages. Thus, Saudi females have remained technology illiterate and unable 
to take their place in society and access opportunities within their communities until recently, 
i.e. the announcement of Vision 2030 a few years ago. Nowadays, Saudi females, whether 
  262  
academics or students, are required to utilise technology in nearly all aspects of their lives, 
more specifically in education. 
  
8.4  Study’s contribution to further research  
This study makes an important contribution to previously published studies relating to 
methods of academic practice and research, and in particular to the literature which describes 
female academics’ attitudes towards the acceptance of educational technology. A well-
accepted general model, TAM, was utilised alongside Hofstede’s cultural framework to 
perform a detailed evaluation of the adoption of learning technology by female lecturers in a 
Saudi Arabian educational institution.  
The application of an abductive approach was especially important during this research. It 
served to provide the clearest interpretation of the circumstances produced by female 
academics’ opinions about the use of LCT and its subsequent effect on their work. Moreover, 
detailed analysis of relevant previous publications has indicated that this study has employed 
a unique study design, which can be used as a foundation for future work in this area. By 
widening the degree of understanding in relation to the relationship between the attitudes of 
females in Saudi Arabia and the adoption of educational technology, this research offered 
both a fresh framework and deeper insight into this area. Further innovations were presented 
through the deployment of a triangulation method and its notable mode of data collection.  
This was the first time such an approach was used in this field, and featured the accumulation 
of three different data types: brief answers to a selection of questions, spoken data, and free 
writing. Information was collected via the use of questionnaires, reflective journals, and focus 
group interviews. This study aimed to show both the experiences of Saudi females and their 
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approaches towards communication technology and learning in a new context. The work also 
offers a contrasting perspective to previous publications from this country that largely focus 
on male subjects.  
Furthermore, the topic of education technology adoption may have produced comparable 
experiences or revelations for researchers in other Gulf and Arab nations. Additional 
exploration of these countries’ higher education sectors should be bolstered by this analysis 
through the clarification of how much the adoption of related systems is affected by people’s 
understanding of education technology.  
8.5  Implications and recommendations for future research  
In this digital era, changing the traditional teaching methods in Saudi Arabia and adapting to 
the rapid changes that will result from implementing new methods based on emerging 
educational technologies is important in order to enhance Saudi Arabia’s higher education 
sector to allow it to become internationally recognised. However, several obstacles impact 
the use of educational technology, and many challenges specific to the Saudi context must be 
overcome. The results of this study show that using LCT is seen as valuable by female academic 
staff, as it can positively enhance students’ outcomes, based on academics’ effective use. 
Knowledge of this might also encourage female academic members of staff to use LCT more 
often in the future. Consequently, the university administration should address the need for 
more facilities and services related to LCT use. It is also important to develop urgent plans to 
update policy-makers regarding the needs of academics and students, and to implement such 
plans to effectively improve educational technology use.  
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Female academics may, however, require additional assistance. This may include flexible 
office hours, well-equipped workplaces, reduced administrative burdens, and more flexible 
technology training sessions and support services, as well as the freedom to use new 
technology they believe is appropriate for them and their students. In turn, students should 
also be provided with more training, such as workshops, to enhance their knowledge and 
motivate them to use LCT appropriately and beneficially. They should therefore receive 
additional spaces in language-learning labs, modern libraries with technology-based facilities 
to encourage self-learning, and up-to-date resources. In addition, the university 
administration and decision-makers should consider offering financial support to help achieve 
the proposed outcomes and use their annual reports to evaluate the benefits and limitations 
for academics.  
Universities can play a major role in increasing the motivation of academics and students to 
use LCT by providing sufficient support and services to help overcome the challenges they 
face. The results of this study could thus help decision-makers assess the current situation of 
technology use and develop a new plan to help students and academics benefit from using 
LCT, thus elevating the level of education at King Khalid University in particular, and in the 
Saudi higher education sector in general, helping them to reach international university levels.  
The majority of the literature in different contexts on this subject is based on quantitative 
research, and more qualitative studies in the Saudi context, particularly those that focus on 
using modern technology in different universities and female use of LCT, are required. Such 
studies might include the perspectives of students as well as lecturers, as academics in this 
study were not confident enough about their students’ capabilities and thoughts on these 
topics. Moreover, it would be helpful for future researchers to investigate the use of VR due 
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to the developing trend for female academics to use this for teaching foreign languages; its 
impact on both students and lecturers in a range of disciplines should thus be examined. 
Examining the impact of using various educational technologies on students’ outcomes should 
also help with updating foreign-language teaching methods in the Saudi context more 
generally, as well as equipping policy-makers and practitioners with a more comprehensive 
understanding of lecturers’ acceptance of and openness to VR and learning technology.  
Several future research areas are available for those interested in further LCT research, 
whether in primary and secondary education or in the higher education sector in the Saudi 
context, or even in other parts of the world. Opportunities for future research in this domain 
include investigating a larger sample of female lecturers and students from different 
universities in the same context (for example, Gulf countries) based on similarities in cultural 
background, and comparing these with universities in countries with different cultural 
backgrounds. It is also worth noting that similar research could be conducted in a Saudi 
university with a more diverse range of female lecturers from all over the world; that is, those 
from different backgrounds and cultures, as this may affect their use and perceptions of LCT. 
A longitudinal research project carried out over several years could also be helpful to trace 
changes in LCT use and academics’ or students’ perceptions, especially due to the rapid 
changes in innovation and technology now occurring.  
Now that both the female perspectives towards the use of LCT in the Saudi Arabian context 
and their concerns have been made clear, other researchers can expand on this research to 
further understand the potential concerns of female academics in Saudi Arabia by using 
different methods and based on different theories such as feminism or by conducting 
ethnography research.  
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8.6  Limitations of the study  
One of the challenges that I faced as a researcher was that the timing of the field work clashed 
with the university’s examination period, which lasted almost two months. Due to this, the 
academics were incredibly busy monitoring exams or were otherwise unavailable due to 
having to mark students’ work. It was thus challenging to gather participants at the same time 
for the 60 to 90 minutes required for the focus group work.  
Another limitation of this study is that the sample consisted of a relatively small number of 
female academic members from a single faculty (Languages and Translation) at one Saudi 
university (King Khalid University), which limits the results regarding the female lecturers’ 
perceptions and practices of using LCT to that particular grouping. Moreover, the female 
academics were not used to being recorded and were generally uncomfortable giving their 
opinions in the focus group discussions, with some of them remaining very shy and quiet until 
I encouraged them to join in the discussion. Some of the group participants were teaching 
assistants who had less than two years’ teaching experience, and they did not use LCT widely, 
thus only giving short answers. However, the different levels of participant experience did 
enrich the data gathered in terms of addressing the experiences of a more diverse range of 
participants.  
Based on the preferences of some female academics, I translated the data collection tools, 
including the questionnaire and the reflective journals brief, into Arabic. I also translated the 
focus group discussion script from Arabic into English, having ensured that the discussion took 
place in the respondents’ first language, thus making it easier for them to express their 
personal feelings and opinions. The translation was revised several times to ensure that 
expressions were maintained and the same feelings conveyed in both languages; this took a 
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significant amount of time, and, as with all translations, may not perfectly reflect the speakers’ 
intent.  
8.7  Personal reflection on the thesis journey  
Undertaking a PhD in learning technology field was a personal challenge; my background is in 
pure linguistics, with the subjects of my undergraduate and Master’s degrees having been 
applied linguistics and discourse analysis, respectively. From my experience as a female 
lecturer, first at a girls’ education faculty and then in the Languages and Translation Faculty, I 
developed an interest in educational technology, however, and having read a considerable 
proportion of the body of literature concerning CALL and e-learning, I discovered that the 
technology-assisted language-learning approach has recently begun to be used to a great 
extent to enhance learning processes in the higher education context in multiple countries. 
This knowledge convinced me that education technology is a critical component of the future 
of language learning and higher education, and this led me to develop a PhD proposal that 
focused on examining the perceptions of female lecturers with regard to the use of learning 
and communication technology in terms of teaching foreign languages in Saudi Arabia. I did 
this because I believed that, otherwise, female academics might not get a chance to express 
their opinions, views, needs, and hopes; a female researcher was required to conduct 
research focused on females’ perceptions of using education  
technology.  
My PhD research in this field has also been beneficial for my own personal development, as it 
has offered me the opportunity to enhance the critical thinking skills that a researcher 
requires. I have also become more aware of the necessity of ethical research. My research 
included analysis of both quantitative and qualitative data, enabling me to practise a variety 
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of the essential skills that I need in my career as a social science researcher, and I also learned 
a great deal about using different software such as Qualtrics, SPSS, and NVivo to facilitate the 
data collection and analysis processes. Moreover, I have become convinced that the Saudi 
higher education system must take steps to encourage self- and active learning strategies to 
increase the engagement of both lecturers and students and develop  
their learning skills.  
As a married Saudi woman with two children, I am acutely aware of how the use of technology 
in the learning context could be of great benefit in Saudi culture, and to women in particular, 
particularly mothers or those with heavy family responsibilities. This has increased my interest 
in my topic, as I firmly believe an appropriately designed learning environment utilising 
available technologies could allow these women to continue their education and career 
development despite the cultural and traditional obligations they may have. This research 
study has offered several very positive conclusions that have also ignited my passion to 
conduct further research into the use of education technologies in Saudi Arabia and in the 
wider, global context.  
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